*

BD 203’ 662

AUTHOR
TITLE

INSTITOTION
POB DATF
NOTE

FDRS PRICE '
DESCRIPPORS

-

»i?meﬁyznns :

ABSTRACT

DOCUHFNT RESON

. FL 012 312

Ervin, Gerard L., Ed. ! T ;
Proceedings .of the National- Conference on «
Individualized Instruction in Foreign Languages (2nq,~
ohio State Oniversity, October 24-25, 1980). = °
Ohio State Oniv., Columbus. Coll of Humanities. &
B1 o , : :
277p.

MF01/PC12 Plus Postaqe./) :
African Languages: Arable: Computer Assisted .
Instruction: conversational Language Coursess -

‘curriculum Design: Elementary Secondary Education:

French: German: Group Dynamics: Hearing Inpaitments:
Hebrew: *Individualized Instruction: Indo European -
Languages: Italian: Japanese: lLanguage Proficiency:
Latin: Material Development: Notional Functional
Syllabi: Pacing: Polish: Postsecondary Ed ations
Reading Instruction: Romance Languages: Russians.
*Second Language Learning: Semitic Languages: Slavic
Languages: Spanish: Speech Skills; Student Attitudes:s
Student Teacher Relationship: *Teaching*ﬂe}hodsz
video Equipment: Writing (Composition) .

Havaii: 'Suggestopedia : S ~
-

papers in this volume on individualized instruction .

in foreign languages include: (V) "Individualized Instruction and |
tBack to Basics': Are Thev Compatible?" by Howard B. Altman; (2) n&
nTndividualized Instruction in French at Northvwestern University" by
Margaret Sinclair ‘Breslin: (3y "An Individualized French Progr for
Secondary Schools" by Viraginia Bell: (4) "Self-Pacing and Structure

in Individualized Instruction Experiences of the Spanish Program at
‘The Ohio State University" By Kathleen S. Cox and Alix Ingber; +(5)
"nDeveloping Oral-iural Language Proficiency in an Jndividualized
‘Setting" by Plena M. DeCosta: (6) "Needed: A Comnceptual Model for,
Tndividualizing Poreign Lanauage Instruction®" by Ronald L. Gougher:
{7) "The Use of Video and Suggestopedic Techniques in_ Individualized
Language Learning” by Lawrence Hall: (8) "Programmatic S '
Individualization in Poreign Languages: A Proposal .for the Smalle,
College" by Wolf Hollerbach: (9) "Different Approaches to Teachink
Reading in Gerpan® by Hannelore Lehr: (10) "Individuvaliziag R
Instruction in Poreign Languages Through the Implementation rof a |
Punctional-Notional Syllabus"™ by Margaret M. Marshalls: (1) “gho |
Needs Computers?" by George W. Mulford: (12) v"Materials Developed for,
Tndividualized Elementary Spanish Courses at the University of iy
California, Davis" by Fabian A. Samamiego: (13) "Group Intergc.i’%‘in

an Individualized Program in Intermediate Latin"™ by Elaine Simops:

(14) "Maintaining and Developing an Indfvidualized Program in. % .
In¥ermediate Latin® by Grundy Steiner: and -(15) “an Approach ;fo X i
Individualization® by Cristina Woodhouge. g - Ve %ﬁf/ ",

| “ | 'A B H[;kg;égkhéﬁf% ;%f'
: | e v




- FLO\L3Bl.

ED203662-

PROCEEDINGS OF
THE SECO’f\ID NATIONAL CONFERENCE

'}'ir\ioleDUAL‘rZED INSTRUCTION.

.

(4

a - IN ° R

FOREIGN LANGUAGES .
OCTOBER 24 - 25, 1980

on ! P ) \;

Sponsored by N
The College of Humanltres
The OhIO State }UnlverSIty

U.S. OFPARTMENT OF EOUCATION
NATIONAL INSTITUTE OF EOUCATION . ,* “PERMISSION TO REPRODUCE THIS

EDUCATIONAL n'{souncss INFORMATION @ MATERIAL HAS BEEN GRANTED BY,
" CENTER (ERIC) . * ’
A This document has been reproduced as ' ‘Ge/f‘d,rd L ,_E\'U‘/L
received from the person or organization "
originating it. .

TO THE-EDUCATIONAL RESOURCES
INFORMATION CENTER (ERIC)."

‘e Polnls of view or opinions stated in this docu-

" | Minor changes have' been made to improve
reproduction quality. A
.
"ment do.not necessarily represent official NIE .?

posmon or poll ‘\ . .
. Vs ‘ )
o Q : ERITED BY GERARD L. ERVIN
Ay . - 4
¢
Copyrlgﬁmt 1981 by the College of Humanltles
The Ohlo State UnlverS|ty )’
. ) ', { o s =
2.% ~4 . . \



¢ : _ .
. R FOREWORD .~
In 1976 tie Cﬂllege of Humanities %t ‘The Ohio State University
. received a grant- £rom the National Endowment for the Humanities to
develop model ‘programs in individualized instruction in six foreign
languages: Arabic, Ffrench, German, Latin, Russian and Spanish. In
1979, at.the end of the tem of the grant, the First Nagional.
Conference on Indiyidualized Instrdctipn in Foreign Languages was held
on the Ohip State campus tb publicize and disseminate the results of
the Ohio State experience. _Representatives of many other institutions
offering or. interested in individyalized foreign language instruction
were .also- present at. that conference, ‘either to- share’ their own
experience or to learn what others had been doing. The proceedings of
that conference were- published under the 4eims of the NEH grant, and . ’
copies are available free of charge, as long as $upplies last, from
the - 0SU College of Humanities. (The proceedipgs of that conference ,
. have also been entered.into the ERIC system and may De accessed as ED
192 563. Interested = individuals should check. with their 'ERIC
librarian.) : ; | , . . o

The conference of which the present proceedings are a record took
plaée in 'Columbus in October, 1580, -a year -and a half after the first
- conference. °If the £irst conference was dominated by-a teporting and _
examination of the 0SU.experience, the second confetence, while not -
excluding attention to the continded oevelopment of 0SU's programs, -
was more a reporting and sharing of the diverse experiences of many
-conferees from around the country. = T yolume reflécts that
- diversity. o -4 o
. iiThe papers -in .this volume are presented\ alphabetically, Dy
juthor's " last name, rather than by topic, conference sessio, oOr
< 1’anguage"focus. A glance at. nearly any one of the papers will reveal

"‘the reason for this arrangement: most of ?:hem span a wide range of
topics and experj,eri:e, ana their conclusions have' relevance, -in most
cases, to more than one language of - teaching situation.
(Conveniently, the“alphabetical arrangement places the paper of Haward

. Altman, the keynote speaker at ‘the conference, first. Professol

. Altman's paper provioes an overview of. individualized instruction as
we enter the 1980s, and it can serve’ asfa useful. point of referemce
from which to consigér the remaining,K papers in the callection.) -*7; «

Taken together, the papers presented here--whether long’ or shor&,
descriptive. or theoretical in style and)\-purpose, and despite the
evigent variation ip what the authors meart:by the term windividualized "
instruction"--provide convincing evidence that much is being oone in

. this area of foreign language pedagogy. -Notably lacking in this
volume, (and in its predecessor),' howevef, is any  sizeable body of
empirical research on ‘¢he variows —aspects of individualized
instruction in foreign languages. Clearly, this is an area that
should be addressed in the future. ’ : » ¢
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The Second National Conference on Individualized Instruction in
Foreign Languages--hemce, this volume--would not have been possible
without the injtiative of Professor Leon I. Twarog of the Slavic
Department of The Ohio State University,  nor without the solid
administrative and financial backing provided Dy Dean Diether H.
Haemicke of Ohio State's College of Humanities% The timely appearance
of these proceedings reflects *credit upon the authors of the papers,
who ; adhered to deadlines and heeded pleas for rapid proofreading of
their edited manuscripts, and particularly upon the assistance of Ms. -
~\LaNell Corley, whose cooperation, attention to detail, and thorough -
sompetenge 1in operating a word processor both lightened and hastened -

the arduous and lengthy mechanical aspects of bringing out this
collection. . e T * , .

Copies of ﬂhis” volume: may be orgered as londg as supplies last
- (prepaid orders only, please; a, receipt marked "PAID" .will accompany
each order filled) for $9.00, postage paid, from the College of
Humanities, 186 University Hall, The ghio State University, Columbus,

Ohio  43210. These proceedings have'teen submitted for /inclusion in
the ERIC system. ' ee
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‘Howard-B. Altman

INDIVIDUALIZED INSTRUCTION AND BACK TO BASICS": ARE.THEY COMPATIBLEZ*

a ‘.

- 3

University of Louisville ™ " . Coe -

. . .
A
. — T T B . A
r ~
’. Tf . N )

g - ’ \
SEPTEMBER 29, 198D WAS A rich news day. ~In major newspapkrs around
the nation on September 2%th récent attempts Dy, Iran gnd- Iraq to
decimate jeach other's ojl resources were described. Dn that date tre
Metropoli%aa—ﬂpera Compapy announced the cancellation .of its entire
sreconcilable differences with the Striking
musicians' union. A medical {fbreakthrough with the potential to save
thousands of lives--the existence of a new “vaccine against a form of
hepatitis--was extolled im t press on this same y. Space was

devoted, "as it had been for some time, to an ahalysis of the-
differences between -the majory pre dential candidates. The beginning
of peaceful busing of school nildren to achieve gicial desegregation
in Cleveland was likewise a major nmews Story. /.

\ e
L]

These and many other natigfal and internationmal events received
coverage in the @v newspfpers. But the headline story in 'ghe
September 29, 1980-yssue of Th Louisville Times, ‘which filled a th 5
of page one, all of\page four - most page five, bore the titl
vJefferson ‘County pupils ‘avergbe” in .basic skills." . For the fifth
year , in a IOw, . Jefferson County, Kentucky, pupils, acc':o;‘ding to the
report, had approximated the national average on the Comprehensiv
Test of Basic Skills, with elementary school pupils doing slightl
better than the national average and high schopl pupils slightly worse.

- -~
‘The Comprehensive, Test = of Basies Skills 1is a Bationally

" standardized achievement test;’ published Dby McGraw-Miltl, ch

purports to evaluate student. achievegent in the séreas of @eagding,
language use, mathematics, reference skills, science, “and i
stuagies. The réport in Thegf Louisville Times highlightea the |
and mathematics sections,-ahd even supplied sample qUestions.in "fhese
two L% for different school grade levels. .K;\geed, almost an eRtire
dage of the newspaper was devoted to an itemized listing, by- g¥f

level (one through \;we.’bve),’ of the .aperage reading, and mathemat

midglg” "schools, and tpenty-five high schools in -Kentucky's most

- scores /for each. of the q;iwety-six' -lenentary schools, twenty-two

_popu)ous county. I would gu

ss that the majority of the newspaper's

.3 Fs

b v - 7 : L
tea version /of a paper presented® at the 16th Southern
Conferehce on Language Teaching, Chameston, S.C., -Octopber 2, 1980 and
puplisted\in C. Feagin, ed.,. 'Dimension: 1.80. ‘Proceegings of the 1éth

SCOLT. A nta, GA: ScoLT, 198l.  ~
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'150 000 subscribers consulted that list that day to check on the
scores of their own schools or of those of their children.

. . One might pause to wonder }’sow strange it is that a\report about’
local school ecmievement the) basic skills has been elevated to the
status of headline promin with charts and graphs to illustra#e
its. _main points. Perhaps. thls might seem more appropriate in a
smah\tia\\ilerl newspaper which speciallzes in community news, but The
Louisvi Times is a major newspaper in a metropolitan area of almost
_a million people. The fact that the results of a test in- the basic ,
. skills of education should be viewed as so newsworthy is evidence of

~ the snake-charmer effect which the "back to basics" movement in our
schoold ano,collegequontinues\_to exert upon a concerned publig.

. \ :
wh@®does "back to basics" mean? Its definition ds an educational
slogan would seeq to depend upon'one's values and Weltanschauung. One
_ person's "basics? ‘are another person's frills. There is a ftory told
that the distinguished British phonetJ.clan Daniel Jones once’ sought to

- learn the deflnltlon\{f a dog. He paSed this questiofffto some eminent

zoologists who reflecked upon it for a week amd replifed that a ocog is
another dog.

. a four-footed * mammal recognized as a dog . . _
This may be the most accurate approach to the tinition of the
"pasics" imr education, for it allows us to definé the  "basics" as
those elements or qualities of learn1ng and teach1ng wh1ch some people
conslder .. "basrc" ! : : ﬁ .

© . . o,
- Basic education proved to b/e a major theme in- the recently

completed Twelfth Gallup Poll on Education, conducted’ in May of this.
year -4 published in the September, 198(® issue of Phi D€lta
Kappan.2 Some of the statistics are quite revealing,-and they allow
us to tharacterize the "bacr *to basics" movement with more precision.
For example: Ne v?r j ' :

--="Poor, Qurrlculum (and/or] poor stanoards" was cited as the
third most important pgoblgg facing- t,he public schools today. The
first .choice of respondentS was -"lack’ of diefcipline,',' followea in
second place by\"use of drugs or dope€." As wg shall see below, all
three choices-are 1nt1mately entwined in the th1 king of some "back. to
-basics" proponents. . S .

L] 4 . - '/‘

--=49% of the sample responded that empm%s on "basics" such as

ading, writing, ang computation was an impbrtant way -to improve e
public education in their community. Overall this item placed second
‘Wy to the need for--"well-educated teachers and. principals," but
among the sample of public school parents (i.e., parents with <hildaren
“currentgly attending a public school) the emphasis on .basic educatlon
was clearly first. i . .

.-
---79% 0\1\ the respondents indicated .their gepproval of moral

instrucgion in <the schools; this figure included spondents without
school&ed children. Of those who had children currently' attending

public g$thool, 84% supported this position. . i
- “~ fl * . ] . - ’ ,
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--<tasic  education--defined in the poll for, this question as
reading writing, ,and, arithmetic--was viewed as™the single most
s importaAt priority for the new. Department of Education to address in
the immediate future. 72% of the public school parents and 69% of the
total sample selected this item, as compared, fo§ ample, with a 33%
) overall. rating for "developing indivityal educational plans for every
i child." . (So mucht for the \effectiweness of our propaganda for
T ihdividualization ) T , '

of

o

v --—61% of the public school parents and 72% of the parochial
- sehool parents said that . the local public schools failed to give
- enough attertion ;’f;lé teaching of reading, ‘writing, and arithmetic.
It is- interesting~To note that when this same issue was put to a
random sample of profesiéynal educators (who are members of Phi Delta
Kappa), 56.9% of the resPondents felt that enough attention. is being
pald to basic edusation by the schools. That figure jumps to 0 J7% of
the public scheol administrators in the sample. Thus there is a major .
discrepancy betwgen the perceptions of préfessional éducators and
those of the- general lay public,? - and this discrepancy 1is
attributable at least in ‘part to the variety of interpretations of
"basic -education.”

b4
In a recent article in Change, Clifton R. wharton, Jr., Chancellor

of the State University of New York, explores what he calls " New
Darwinism  of sic  Learning. w4 wharton  identifies” “Twe
interpretatio of the sloqan ‘"back to basics" as it is used by its -
advocates [ 4 ,
J\‘o

1. "Back tp” basigs" can mean' educational austeri The
advocates of this ‘position feel that schools, in their C rriculum,
have usurped, functions which are better handled by othe stitutions
of society, such as the cburch, the home, or even the Ja This

osition is one of" iﬂeologica conservatism and takes a narrow,
strictive view of the proped functions of the public schools.
Curricular emphases-should lie yith reading, writing, and computation;
< Montroversiat issues in sociology, osychqlogy, and current events
shoul? be avoided,  MNo-frills feducation is what is cdlled for, with
no-frills pedagogy consisting/of drills, recitation, daily homework,

. ~and frequent testing. )
\) \ / L. t i 4 ' ‘ )
.2 mBack to/ bagics" mean egﬁcati al nostalgia.” With/the
' clarifyimg spéctacl o] indsight; “the supporters of  thisj
interpretation yearn a réturn: to the "good old ' days'. “of

education. The fact that most of, their 1mages of an educationa11£dg£,
are wholly“fictitfous does pot detract ' from the copfort offered
dreaming of . the past. Thid#is the literal sense of "back" to basics.

. ! r . . o
: 3 "Baék to0- bgsics" Tan mean. discipline. 1Its supporters belfeve>
/ stronély in law/’and eorder iin -our sc ofs, in corporal punishment for
. offenders, and in \dress codes a hair codes ' for students and
teachers. (Toscani would ngv have /peen -allowed to' conduct a

school orchestra atcording to s viewt) As Wharton suggests, many
an essayist on Jback basics" sfems mGre alarmed about the breakdown
. N ;
3 'S > _,'. l .’
{\ ~ ?
'S
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*  of order ih schools than -about the breakdown-'of Jlearning. -gevergl #

recent television documentaries have portrayed today's public
as .centers.of violence where drugs are openly sold and wser,
extortion rackets flourish among the student body, and where teach
healtz%and safety .are often in danger. The fact that fiscipline

citedqin the- recent Gallup poll as the greatest problem facing the

public ‘schools tpday is evidence that this interpretation of "back to_
basics" does not” lack supporters. ; S
- . N ,& -
4. "Back to basics" can mean .remedial education. In ‘this
definition it suggests that students who are deficient 1n the- basic
skills--usually .assumed to consist of the "Three R!s" of reading,
writing, and arithmetic--sholild be given remedial help to bring them

up to standard. This interpretation of "back to basics" has been/
strengthened by the massive publicity given to the. more than a
decade-long drop in Scholastic Aptitude Test scores of high school
seniors, and by the equal volume of publicity aiven to the inmahility

\sf college freshmen to write coherently. S

5. Fiﬁg}ly, "hack to bésiﬁs" can mean career-oriented education.
In this meaning, the "proof of the pudding" for education is its
abié@ty to qualify young ‘peopld. for the world of work. Employers have

, lon complained that school graduates lacked fundamental skills in
read¥ing and wtiting and at}thmetic and - are therefogp unproductive
- . workers. The sbdlutidn according to tkis interpretatipn is to provide
the kinds of educational trainingin—6chool which yield productive and
capable employees. The problem,g®f course, is that there is nQ known
magical model of education whi can guarantee acceptahility on the

job for its graduates. ) :
Is foreign language instruction one of the "hasics"? The answer;
it seems, as with the definition of "back to basics" itself, depends
upon whom one asks. Certainly fhe most restrictive view of basic

education, held 2y many .of today's more outspoken critics{of thQ\

educat iona ovement of the last dozen years, excludes foreign
language study and consigns it to the status of an educational frill
along wi&h griver education and training  in the arts. This is,
however, / not the position of the Council for Basic Education of
washington D.C. Foreign languages,. alorig with “English {ifcluding '
reading, writinhg, speech and literature), mathematicsj. scie
history, geography, government, and the arts are viewed as the bagic
intellectual disciplines.>  These disciplines provige. not' only
subject-matter content, but frames of reference for préplem-solvigg,
for coping with life, and for interactipg #ith other pe
the concept of the "basics" implies more. than school s
Zmplies a range of. abilities which allow an jndividual
ompetent, nstructive}\and happy life. In thils wider meaning of the

term, can there be any doubt that foreign laNguage learning has a
unigue and vital role to p;gy? 7 A

instruction ‘and of innovation in general in the ‘back to basics"

. . a, " P VU
‘The focus of these remarks is”"on the tole of individualized
movement.  Upon examination/zﬁérust conclude that theg current status

N . N\ L
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of imivimplizatibn and other torms of innovation irr basic education
‘is paradoxical. : -

o

of Phi Delta Kappgn, the attifddes bt many of the More’ conservative
.supporters of "badk to basics"|seem to be: ‘"Ban innovations--a plague
on tr:ivem!'..'7 In this. sense, "inmovation" is interpreted in its
literdl meaning as "the introduction of amything new or different.”
This implies- a plague on the new math, on new disciplines -in the
. schodls such as linguistics or psycholoby, on the use of electronic
media -to do what teachers ought to do themselves, and on new
curricular emphases-such as the emphasis in science and social studies
on understanding concepts, rather than on the memorization of facts,
’ formulas, names and dates. (I am reminded of Tom Lehrer's wonderful
satire of the new math in which he tells us that ghat's important is
to understand what you're doing, not "to get t right answer.) .
Accerding to this rather reactionary view, the. products of education
are, or should be, almost, eternally valid, and there is little room
for change. . ‘ ) (
TN . \
> It is, however, not only the %traditional products of education
which have been reaffimmed in this atfack on. innbvatioh. " So, too, has
the traditional process of education. -The*=assumption seems to be that
education takes place best--and perhaps only--when teachers,- gtanding
at the trdpt-“of a room and companding the rapt attention of their
i pupils, pertomm wjith the precision and short-fuse.of a military drill
sergeant. Thus conventional methodology is what is called for, and’
innovations in teaching techniques or, pedagogical approaches such as

stuaent.—cent-ereo'classmoms or peer-directed instruc\t/ion' are anathema.

4

On the pne hand, as Brouin%?/éxpmsseu it in the March 1977 issue

Does this mean that ~innovations such as personalized or .
inaividualized - instruction can play <~nho” Tele in _this Highly * °
' conservative and traditional wview of education?® If both the product
of eaucation armad the process of education must get "back to basics,"
?rxe:e does this leave innovations like individualized instrug.tion?i
" ortlinately there is one dimension of "back to vasigs" which "would
1 seem to afford an gpportunity for pedagogical innovation, and that is
in the area of the’maintenance of standards. To quote from Brodinsky
again: "Promdtiog rrom [one grage to the next] and graduation from -
high school are,f% be pemwitted (accesding to the suppgrters.'of "back -
\ - to basics"] only aft€r 'mastedy of skills and knowledge has bepn”
* demonstrated through tests\, Social promotion and graduation on the

sasis of time spent in courses are out."® ,

P

' . - < N . . .

It is 'in this sense that ‘'"pback '‘to basics"+ is a very
forwarg-looking and constructive movemept. Its insistence upon the
faintenance of standards and upon demonstrated ‘learning to  criterion
lavel echoes almost- verbagim the rh€toric of “those who espouse the. - -
virtues of self-Paced -instruction or mastery Tlearping oI
-cri_terion—ref‘erenced testing. The irony -here is one of means; the :
gupporters of "back to-baSics" allege that only traditional, no-trilis
pedagogy wil1 produce . acceptable standards, of .mastery,. while
supporters of indiviqualized instruction, ‘for example, claim with

- 1
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"équa;.convictionjthat traditional pedagogy has-consistently failed to

bring most students to mastery level.

A}

~ The way to -reconcile this- contradiction, it seems to me, is to
insist that what ,is "basic" in education is learning. 6 To get "back to.
basics" means to adopt whatever measures are necessary or rdesirable to
bring about high quality learning. It is 1likely that different
learners will require different pedagogical treatment. Tt should be

.in every case incumbent upon the innovators to demonstrate that

alternative- pedagogical approaches are superior to those they wish to
supplant. Increasingly- such evidence 1is 5Heing documented;? but

~usually not -irf sources readily available to the lay public.

#* . - .

what are the various approaches. to curricular or pedagogical -
innovation which have been practiced in most institutions? They tend
to fall into several categories. The emphasis here is on higher-
education, but, the implications for the secondary school are obvious.

N .

. 1. The "monkey see, monkey do" approach. It is no accident that,
as '‘a former governor of Alabama once stated about the -standard-bearers
of the Democratic and Republican parties, “there's not a dime's worth
of  difference among the programs of study from one college or
university catalogue to the next. Faculty tend to pattern the
curriculum at their institution after what is being dome at other
institutions, as if this lent a kind of  face validity to -their

‘actions. If College X develops a new approach to the ttraining of the

liberal ., arts major, College Y 1is Iikely to follow suit soon
thereafter. If University P adopts a new grading scheme to record
student achievemegt, university Q's faculty will push for its adoption

‘as well. 1In this ‘way an innovation can become an established fad in a

matter of very few years. .

2. The "préfessorial hegemony" approach. Professors--and ‘to a

"lesser extent teachers in secondary educatlon--yearn to teach courses

in their area of specialization. No matter how esoteric an-
individual's special interest may be, or how peripheral to the mission
of the department, it is almost inevitable that at some point he or
she will proposé a course in it, if not a series of courses, and will"

" recruit disciples from among- the student body. 1In this way department

curricula or pedagogical practices get cluttered with ad hominem (or
ad feminam) innovations that disappear from the catalogue when their
proponents move on to greener pastures.. Most university faculty
consider themselves specialists within their own disciplines; few wish
to be known as generalists. The underlying assumption of the
"professorial hegemony" approach is pseudo-eﬁhli;arian; if Professov X
has had to suffer through the writing of a dissertation on some * ‘nic
or other; it is only fair that he or she should share that suffering
with the next generation of students.

3. The "student needs and interests". approach. This approach
played a major role in the educational innovation of the past two
decades. ‘It resulted and still results in the creation of degree

‘programs around the country in Black Studies, Women's Studies and the

-
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like. Its prevailing shibboleth was "relevance,"-and its courses were
designed to cater to a clientele supposedly tdrned off. by conventional
offerings'and/og-conventional pedagogical practices.  The underlying
corricular assumption seemed totbe that any subject was fair game for
study as .long .as" pedple were interested in it. In pedagogy the
"student needs and interests" approach engendered the rise of
personalized, . humanized, individualized,. learner-centered,
interdisciplinary, values-oriented, spall-group teaching methods. In-
some ~cases,. these - changes brought about significant enrollment
increases: n other cases--especially where the ' innovation was
introduced haphazardly into the curriculum--enrollments continued b
decline. In some institutions the new approaches to {eaching resulted
in significant and meaningful learning. In other institutions the
faculty succeeded only in documenting new methods for teaching
students nothing. The curricular -and pedagogical excesses of. the
ntudeht- needs and interests" approach are the cause of some of the
most vehement attacks by "back to basics" advocates. - ’

: 3. The "task amalysis" approach. This approach to curricular
.refogm involves tailloring courses and curricula to meet the specific
future vocational needs of students. It implies a career-oriented
emphasis in much of .the liberal arts curriculum. . In language
departmenté% the "task analysis" approach finds its tealization in the
development of $o-called "special-purppse" language courses designed
to meet the needs of a specific clientele. "Spanish for social
workers® or "Spanish for law enforcement officers" are among the more
popular options in this genre. In general, however, this approach to
innovation is viewed by many language departments as marginal to the
mainstream of the ~ department's ‘mission: ' the cloning of future
specialists in the target literature. ’

: R .

why do curricular or pedagogical innovations so often fail on the
drawing board or after only a relatively short period of operation?
Let me suggest a number of reasons here. The emphasis is again on
innovations in higher education, but many of the points are applicable
to the secondary school as well.: '

1. A lack of’sustaiggd institutional support. Most innovations
in curriculum or pedagogy Iequilre institutional support. The
classroom faculty member alone is usually not in a position to decide
upon and adopt an innovative grading policy or to-select innovative
curricular goals or even to develop an “innovative course without
institutional cooperation.  Such cooperation is often fiscal, but
always needs to be attitudinal. Fiscal cooperation is facilitateq by
the existence of so-called "soft money," i.e., grants from educational
agencies_ér.foundations for the purpose of starting up an innovation.
when the "soft money" evaporates, the institution's commitment to the
innovation may also evaporate. In these ys of fiscal
belt-tightening among foundations, ‘sustained financial support for -
innovation is harder to come by, and institutions themselves dre often
expected to pick-up the cpsts of maintaining a new program after the
first year or two. ’ - g
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2. A lack of time for faculty to prepare Changes in curricularn
.» or pedagogical procedures signify a change in the educational status
.Quo.’ Any ghange in the* educationalvstatus quo,is likely to fail if
the faculty have _been trained toﬁgeal wi'ﬁ the implicatiens of
that ch nge, andéi?& they have not Heen given -sufficient time to
prepare 7 themselve for the change. An. innovation such as the
indivig allzatlon of instruction, for example, usually .requires more
afation time on the part of faculty than does the maintenance-of
‘ep .teaching.” Where faculty #ack such time--and they ought not
, to Be expected to sacnifice weekends or summers without pay to find
‘- it--it 1sgéhllkely that there will be strong faculty commltﬁent to the
1nnovat10 and the innovation will doubtless fa11=

L]

L/; '3, Faculty fears of new programs procedures. ‘Many innovations

: Sin educatlpn are intimidating to facu ty, for a variety of reasons. -
. Teachers,vwho are, after aﬁl only human, get used to certain set
K procedurés and are loath to change “There is also in many minds the

/ danger that a new procedure, if successful, could . : jeopardize one's

7 JOb Electromechanical technology has been slow to become adopted in

/ ican classrooms for a number of reasons, not the least of which is

the unstated- fgar of many faculty that they may be replaced by a
machine. The popular literature in. this area has helped to %indle.
such .fears. Eyen the function-of the human teacher as a friend and
counselor may seem in jeopardy; one well-known cartoon depicts a
depressed-looking student inserting a quarter into a -computer which
‘reaches out long arms, pats the student on the bick, and exclaims

sympathetically, "There: There!" :

[N -

Parallellng faculty fears of new programs is faculty hostility” to "
< _ANYTHING new, and perhaps for some:of the same reasons as account for
-faculty anx1ety There are those in every department who maintain -
that any deviation from the status quo is harmful or unsound Though
often possessed of what Frederick the Great called "ein durch
keinerlei Sachkenntnis < getribtes Wissen®--i.e. a knowledge
unencumbered by the facts--they do not hesitate to criticize and
disparage the claims of reformers from within their ranks. Wwhen I
first set up an individualized German program at the University of
. Washlngton some niné years ago, I repeatedly enczéfaqed my colleagues
in German to visit the program and,see what we we dpl Of course,
+ no one ever came, but  this did not stop my "colleagues" from
- criticizing the program, sight wunseen, in departmental faculty
meetings. ' , T ' ‘
4
4. The tendency of a regress1on toward the mean af established
programs. The distinctive features of many cugricular or pedagogical
\g innovations have a tendency to become eroded by existing and
long—standing programs and practices. After .a short period of
experlmenthtlon, innovative features are often tempered to reflect
more closely the established practices and prejudices of the faculty.
Thus, ‘for examplew an individualized self-paced program may start owut
in a continuous progress mode (i.e., no time 1limits) but in many
institutions tnhe faculty tend to build in deadlines ai .er a year or
two, thus reflecting their preference ggﬁr the "tried and true" in
education. . .

I
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5. Faculty unwillingness to evaluate and to be evaluated Ons of
-the .less fortunate- traditioms in education, especlally 1in higher
education, is the reluctance of faculty to formally evaluate their .own

teaching or that of- their colleagués, or to welcome peer evaluators ,‘

into their® classrooms. - A faculty member behind, the closed door of hlS
or her classroom reigns supreme, and visitors are rarely invited.
This inviolability of the academic classroom in higher education has a
long ar‘d depressing tradition, thbugh one which has been substantlally

weakened in recent years-in many institutdens. . . J
- «» *

- The . dlfflculty w1th trus regal stance. is that educational
1nst)tut10ns have a legitimate need and right to know how effectively’
‘their curricwlar and pedagoglcalj ractices are’ serving the needs of
the J,nstltﬂ'tlons chentele. External funding agencies invariably
require formal gev ion of any. program to which financial support
has been glven Inadequateé plads for evaluatlon may resuit .in.the
denial of an .otherwise acceptaole propesal for funding. Decisions
about rénewed furr:&mg either by the imstitution 1tself or- by an
extsrnal agercy heavily on evaluations. of what has transplred
thus’ far. Thé denlal of funding or of continued funding is often
suff1c1ent to retlre an innovation to the graveyaro of* good ideas.

3

6. .Time . requ1red fo\\ﬁngomg duties prohlbltmg 1nnovat10n -In' '

many cases. theé currigular or pedagogical plans of faculty members fail,
to come, to fruitio because of a surfeit of already existing pressures .

- on their« professmnal time. As‘ many faculty can attest, the

_ dev?l : t_ of =5 1nnovative. course or of an. innovative approach to an
exl urse~-for example, individualization--requires a great deal
- ‘of €] concentration if it- is to be done properly. Institutions
only- rare y Teduce % faculty member's other ‘responsibilities to allow
this "sort .of work be done. Time for planning, development, and
\fleld-testlng of a. new idea often mUst be carved out of a faculty

member's personal time.

7. Low'ranking of curricular or pedagogical innovation in the
_academic reward. structure. It is a well-established pelief in mgny
‘Institutions of hlgher learning that time spent in course design or
curriculum revision is time taken. away from those activities which
count in the institution's reward system. Traditionally  there has

been little external incentive for a faculty member to be a creative
teacher; one's career is much more certain.if one performs one's
instructional duties perfunctorily and devotes the bulk of one's
professional time to publicatign. (There is evidence, nowéver,,that
the priorities within academe are changing today as J(nstltutlons find
themselves scrambling to attract and hold a dlmmlshmg student :
population. ) ) , ¢ -, : /

8. . Lack of a generally accepted theory of reform for the’
curriculum. Thére are few, if any, guidelines known to most faculty
concerning the principles or practices of curricular reform.
Educational innovation is practiced as an art, not as a science, ‘and

dllettantism is prevalent. It has been suggested that WW in

higher ducatlon is a fountaln where some faculty come to y. Some
A
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. v come to sip, but most come to gargle! - Whatever theoretical" hases-
" gxist for -innovation in general, ¥r for a specific  innovation such as |
individualization, tend to be unknown or ignored. . There is little \
. iﬁreemenﬁ among facujfy concetning what ought to be taught, and eveh
. less agreememt concerning how.’ This mIlitates against the durability *
of innovative. practites. \ ' ‘ : : .

-. 9. The idiosyncratic pature of innovation.” It is a sad fact .of -
curricular, or pedagogical lifg--and one often played.out in many

- institutions--that~ an imnoyation is inextricably linked +to the

. presence and continued intefest of its developer. 'If the faculty A
member whd—5pearheadéiiy the. ‘'new program or practice leaves -or* loses

o interest!, it is 1ikehy thdt the innovation will wither.qﬂﬁthb-vine./

T e
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Let me summarize'wbaf,l have tried to present, - in foufﬂcohcluding
" points. S : -
e

— * 1. The "back to basics" phenoméhon in education is a recurring
Blkenomerion which® is manifested in.some form every few decgdes as a
reaction to the swings of the educational ' pendulum in ~some new
direction. The previous hue and cry for "back to basics" came in the
'1950s; the current cause célébre shows signs- of surviving well into’
the 1980§: Although the movement is ideologically conservative.and.at

//_times,seems predicated upon, in Neil Postman's terms, a#sociology of .
‘revenge"l0 against the young, the .liberal, and the _perhi%sive in
-education, .the movement need not be viewed as disastrous to the caus®
of individualized or otherwise innovative education, in foreign
languages or "in any other academic discipline. - . s ’ IS

2. Paralleli%g‘-the "back tap basics" . movement  is the 'national \

. trend termed: "minimal competency testing."™ The two movements are e
‘philosophically kindred spirits; minimal competency testing logically
follows from thes demands by the advocates of "back» to basics" for .

. \v) continuous testing to monitotr student achievement, upon which, and
only upon .which, jpromotion -from grade .to grade or ‘gradué@ion from .
school 'is to be Based. f innovative pedagogical -approaches.can bte
demonstrated to develop the ndated competencies -more effecti¥ely ‘or
efficiently than , traditional methods--and the lay public. seems
presently to be quite skeptical of this in"view of past failures--then
process-oriented inndvation should be welcomed with open arms by local
school boards, PTA groups, and coljege deans. 'The burden of proof,
however, is on the innovators. ‘ : .

3. (If-fnnoyations in pedagogy have a pofentially important rd
to play in. a '"back to basics" educational universe, what abo
innovations in curriculum? = Will parents and teachers continue; &
tolerate such courses as "leatherwork, gourmet cooking and . . N
1it"ll  which flourished as' alternative education in the last
decade? I suspect that the diversity of our school-aged and
college-aged populatiop will necessitate- the preservation of some
schools and curricula whose emphases seem non-academic. But for the
majority of students, innovations .in curriculum will need to be able
to demonstrate intellectual rigor and respectability to be allowed to

17
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- survive.’ }t ngor and gespectabxllty" may supplant "1nterests and
needs" as 'the. shibboleth for the last half of this decade. .o

4. The old m111tar§ strategem, that "if you can beat 'em, Jjoin
'em" has never been soun@er adv1§:e than in-discyssions .of the role and
future @f individualization and Yinnovation in general in'the "back to
basics" moyement . Despite its fiscal and d&deological conservatism, .
_ despiteXits link to such non-educational conddrms as 4ove of country
and love of «God, despite its pun1t1ve approach to-the excesses of the
past, ."back to basics" can be a’ positive -force in causing us as
educators to ,reexamine our objectives and to look at our results.
Where ,our 1nnovat10ns in curricula ‘and pedagogy have been guilty "of
e mindlessness of ‘which Charles Silberman accused public education a
degade  agos ;12" where they have accomplished not a legitimate
"di er51f‘1catlon of respectable comtenty but rather a .pandering:to
thtellectual' laziness, we need to rethinmk their justifications.

(

v X

Forelgn language education has always had an uphidl b Qtle in
maintaining credibility in the eyes of the American taxpayln public.

.To innovate our practices with -the.result that the credibility of
learning another language in fhis country. is enhanced amomy both

edqcators anp the general public will -secure for us a coipfortable

place in the mainstream of the Basic education mov And that
might prove to,bg the bast innovation of all. L)/B

+
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LEARNING FRENCH IN STYLE ~ ~ . =~ - | .

Robert L. Ballinger
WOrthlsgton High School
worthifigton, Ohip

- individually, we must assess how each sigdent le

’ . 44. . s

,ANY TEACHER ATTRACTED T0 INQIVIDUALIZING instruction recognizes that

students learn in different ways. .But does it make sense to have all

the students working on programmed instruckion, or listenlng to addio

learn best
or like to
ruct students

tapes,, or studying 1ndependently .when some studentsg,
assisted by a teacher, or ate not quditory: learner
reflect ideas off -another student? Befoaq we can

match 1nstructlon}to the siydent s learnin

o
. . . ”. ‘.‘
. 9 - Nj - . .
The teacher as leader S s

",

I have seen ‘individudlized 1nstruct10n programs where the teacher

has been demoted to a position; of materials manager or of clerk at a
,check-out counter..” -1 prefer to consider -a' teacher~as a leader, that
isy erson who has people: do things that they want to do but would:

“probably not do.by themselves. Several years ago, for example, I
thought that if students.had all the”~ necessary materials, they - -could

_learn “by themselves. To Pest this hypqthpsls, I decided  to learn

German on my1QWG .1 borrowed a text and tape for a firsteyear German
program and made out a scheddle. of -work. ‘essons, One and Two went
very well. - In_Lesson Three,. I found myself.post oning my ‘study
because: of othsr, morea urgent matters (test papers, 1nner, the world
Series). I am stilluon Lesson Four. . P

As a new teacher, I used to. feel gu1lty when I would place demands

.on myg students to do- homewagbaor to study for quizzeg. "Aw, do we

y have to do this?" they woyld m
‘4-facade of lack of ‘cooperation, they neverthel®ss knew 4hat I was

- leadind them where ‘they wanted to go. Their complalnts Jo -their
+ friends adbut how much work they had to do was ;eally a badge of “their

I came to realize thatmbehlnd this

courage to stay with the '‘clirse. As long as. .the teacher does not

' abu the role of leader by unrealistic éxpedtatfbns and 1@2,_51b1?
-loadsy ~ students - relish the challenge gnd thrily at+ their
eel gu1ify

success I no lpnger f

Student want objectives and
d1rectlon L} L

A

when I was faced with decreas1ng enepollments in our upper-level

French classes, I decided -to assess . the following! two areas of

worthington's French program: ) What the students were going to be
able to do at the end of the French program‘ and 2) how I was 901ng to

Then we can’
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b get them there After conversations with studenJ;s and colleagues a .
drawing my own experience, 1 designed a Frogram whereby studerts

-~ “would 1 h e conttol of all language skills «2) have;a knowlerdge of
- * French history and literaturg, 3) be abje to live ~' France, not
Yy merely as tourists; but as residents with a more than -superficia
N understghding of daily life and experiences, and &) establish their
~ ., knowledge of the language, the people, -and their cultuze as a _
3 (permanent pa'rt of their personal and/or professional 1lives. The .
coticse déscriptions I wrote for Frenchd I1I, IV, and V are found in ’
Appendix A of this paper. The result of a more explicit d1rectlon to

{

N, the courge of study was 1mmed1at*e the numbd‘ of students’in French
IV‘r\and v trBPleo AN . @ . / SEH

Once attracted students to the courses, 1 had to work to keep
. * them there. Dr. David P. Cavanaugh Principal of WOrthlngton High
School, had developed a learnlng-climate model that 1 adapted for my -.
classes My twopvuall goals were: 1) to prov1de a stimulating and
productlve atmgsphere in .the classroom, and 2) to encoyrage in the
xztudents a~ sense_of satlsfactlon about ‘themselves and aboub“what they
re doing. Both goals. need to Be met. To have productivity without
satisfaction is to run a sweat-shou, ‘to have satisfaction” without
productivity is to ‘Mhintain a playground. Wwhen both .godls are be1ng

« Trealized, gthey become self-enhancing. en sturdents feel
sat1sfactlon, they preduce more; the more they oroduce s,uccessfully,
‘ the more satlsfactlon they experience. o

*

. ) PN . . ) . ' . \.’c
. J . - R "
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The teacher-as diagnostician J

s

. (" . . PERER N o (
#pefick Munney, then vice-president of gakland. ,(Ml higdn)
Community College, stated at the 1977~Central states - Conventipn that
~4T3tudents were diagnesed for how they learn bgst and if ins ruct%
were accommodated to how each student learns, then 90% of the (students
4 would learn 90% of the course material. ™ May, 1978, usipg ‘the -
- "Learning Style Inventory" (LST; developed oy Drs. Rita and’ ethi”
~ “Dunn anmd Dr. Gary Price, I agnosed students who would be taking
. Frénch III the following fall.l oOnce I had the ‘data identifying my.
‘students' individual, learn1ng styles, ‘I realized that a variety of
teaching . methods was “needed to accommodate Jthese styles. I also
-realized that developingjsuch a variety of ,teachlng strategies over
the same content would not ae done bvernlght or even 1n one year.

/

*

N Convinced that - the diagnostlc and , prescrlptlve approach to

education = was phllolsophlcally sobind, .1 began implementing this
a?a gach in several stages. ~During the first year (1978-79), 1
ated to match my instruction to some of the students' varied-
leaphing styles. 1 worked with tactual materials, then developed
structured small group techniques, Contract Activity Paokages, nd so
fortn. Each approach was designdd for a different type of learner. .1
attended two workshops given Ay Ors. Rita and Kenneth Dunn in order to
learn more about prescrizing the correct teaching strategy for certain
learning styles. Also, I met with forty-two high school teachers from
‘all subject areas once a month; we.sharegj ith 'one, another the




’
\
/ - ’ ‘ -9, / : ,
s successes and the proplems we were, encountering in degling wi:?hz
‘ students' learning st§les. Bywthe end\of that year, I knew, that if I %
: could have the course content in all'.these forms of instruction,
students cquld achieve 90% guccess Or betz:r.‘ '

TN, For trel —(1979488), we Miréd a French teacher, L?
Larson, if1i becau of her-willingness to’ work with me To

. devel \for Fredgh III. She and(I- devoted that year - to
ebtabiishing Udent objectives and develod»i structured worksheets.

thi tHird year, we are making use of various small group

’
tbchniques and assembling tract Activity.Packages. Also, since a
'gh"”’number of our students ‘are "adulf-motiv ted". we had_g parents’
N meeting to ‘explain, our approach. to accomgodate thejr chilaren's
. learning styles and to invite them to becom& active pérticipants in

. ¥ _relping theirychildren. learn petter. o
4 - \. / »
. ) ) . . @ - ( ‘r
b4 S~ R ) '( \ . . R
The student as client -~ ‘ L .
R J becau we can diagnose a stugent's learning. style and

pre Tibe' the sppropriate materials dogs not insure our success in all

v * dases. A ‘doctgr may tell a patient to stop smoking to remedy a
respiratory ailment, but the patient may decige not to follow the

' .docjor's OTQErs. , In talking Dr."Mark Ozer, I realized the need tg
involvg the student more ingghe business of learning. Ih his hook, 2

Dr. .0zer shows approachest for helping even the most .problprqatic'

.\ studént to own more of the process of learning. Once stugents know
oo\ the objectives and the resources to be used, they need to become aware
+ & of how thelr,learning style will help thep succeed. As they begin to
i o analyze what®-works for them  as they l€arn, they begin to take

responsibility fof their learning. By, the time the arrive at -¢he end
of .the krench- pfogram, they are able to fulfill the last objéctive,
~namely, to establish their knowledge of the language, the- people and
-their culture as a pemanent -.part- of their personal and/or

- professional lives.. - S
\ : “'. . /j . ‘L
- * o \; _

¢ I haye always been struck Dy a scene . depicting the- oeath .of
. “Mazarin,\the mentor of Louis XIV. Three of the most brilliant medical
minds of seventeenth-century France were summoned to cure Mazarin.
One said he should be bled;. another suggestea a pot%:r‘r be prepared by

W\

vy '
Conclusion R

’ an alcheriist. Tne ‘thirc was sure they should do n thing, and pray to
+ God to cure him. As they argued, Mazarin gied. Ang yet, within 350
year's, professional ' descendants of. . these three ‘“"experts" are
t;ansplant}ng livers, performing triple by-passes on the heart, and

© . engaged in genetic engineering.

If the reports of declining student enrollment in foreign language
» classrooms and of the deartn of Americans knowing languag€s other than
= English are to be believed, then foreign language study is definitely

in a.ﬂei}teneq state. The technology to do our equivalent of a heart

3.y *
. ~ -
&.
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transplant exists today. My wish_ is- that we mobilize -ava la%le
talent, research, and Bisources to help our clients achieve succe3s
By diagnosing, t ir 1learning style; by matching the, appropriate

mqﬁla s, and strategies to their i)earning style, and/by assisting
ing the learninggproces we will help students achieve

N greater 1v1ty couq_}ed th a meaningfuL.s\inse of satisfaction.
. \ ¥ ) .
,."/”l - i\\-’ P/
g o |
, > . . J s
4 , \ .
o q : ‘
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e // _ Appendix A: ) - S
s Course Descriptions of ghe Upper-Level French Classes at é
v ) wOrthrngton High School
J . ' _
3 ' 4‘\ -
o , :
Frepeh III) ,
7 - \ / ’ sé\ . ’
ad Stareing in Ffench 111, the students begin to use French to study

the pedple and the culture of France. French III concentrates' on
gbout Fre people, events, and literature.lirt history, and
how this\heritage iS important for understanding the French people 3§
they are today. Students continue to—learm more advanced grammar and
to® perfe the French they have already 1learned._ Students use the
French l#nguage by Treading -two basic texts about French history and
literatur®, by creating their own projects, by acting out dialogs and
skits, ang} even by jistening to a nch rock opera. Evaluation—is\\k\

_based on qyizzes, projects, and tests. ——///T“

' lg/&“ ) -
Frengh 1V : y Q&\:§\\<: . - o2
g . Afteréggj | studied %he history and past klterature that helped
form the people, the student is ready.ta,\study France as it is
today. Tne basic text for this course pre %ents various aspects of
French life today: television, sports,’ ewspapers, culture, music,
theater, film® etc. 1In addltion to videotgpes and. a radioplay, two
works - of contemporary literature are,_ read, one °of -which is a
screenplay viewed on film. while studeﬁfs are learning_about life in |
France, they continue to perfect their 'language ability. French IV
students are eligiole to participate in the school exchange program,
in which students from Worthington High School spend three weeks in
France (Caen, in Normandie) in February. Each participant lives with
a French.family- and goes to a French high séhool. In AprigglJ students
from France come to Worthington. Evaluation in<this course™ is based
on gyizzes, projects, and tests. T : ’

‘_l
French V

‘\

French V is a course in French International Studies. The basis

of the course is in current issues in French culture, politics, and

Q‘commerce that are of international importance. Through our contacts

in Caen, ‘France, we réceive authentic -materials in tpe forms Qf
maga21ne and newspaper articles, records, audiotapes, and books.

Students are guided to examine ways their language ability can be,

, applled"to a career and/or personal interest. As the culmimating
Course of the entire Feench prggram at WOrthington High School,

French { prepares students- Zke French & functional part of their.
professional and/or personal French V students are eligible to
participate in the school Jex nge program described above in

Frenah IV. Evaluation is based on quizzes, projects, and tests.

1
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' - Appendix B:

“Factors Idehtlfieq" by the.learning Style Invehlfpry ' P
S ¢ :

. ’ d_ N -» . . ) i
ic carpet lnstructjonal area; Creat.e\ﬁmividua'l ,aen
v ' o '
2 !
. \ Permit stucgent to §tudy with {sound present . .
> ) ) . ) R 0;;' . ) , *
/ 3. REQU T # T ] C )
+ . ''¢ Creatgsden a near window(s) or other source of lignt.
(" » B ; has
\ 4. REQUIRE.S LOW LIGHT~ o L o o
. Create den area away from windows or other (s@,urcé of llght Use -,,
’ ‘divigers to smeld light, away from den. »
N /A . B 8
[ s *
.' 5. NeEDS LOOlC ENVIROMAENT - —\ .
. Create den area away from a urce of neat, place near winoows \
., ano/or doors in winter (reverse 1 ' summer), - , A
.6. NEEDS WARM ENVIRONMENT ' ’
Create den area near sources of heat . (radlators) 91‘ on 1n51de
walls away from doors and windows; pemit wear.mg of sweaters, etc.
7. REQUIRES FORMAL DESIGN , ‘ ©
Maintain chairs and desks; establish ‘at least one 1nstruct10nal
> area to accommodate_f tonnal study needs ‘ -
. ! Q a | ' /
8. REQUIRES INFORMAL DESIGN -, a4 )
; Establish magic carpet areaj pemut ‘student to use floor, plllows,
g _ or similar lounge-type study area. ,




£, ’ ‘ . " RV
‘9., SELF-MOTIVATED \ ' { -». [ = Ty

\‘ 'y
Encourgge Use of ‘contract activity packages, 1nstruct10nl
packages, and programmed learning; pemit’ self-pacing
achievement beyond grade level; emourage use of self—corré 1ve

~

and self-assessment pakerialst . . 1
. - ‘/ e B = . ’?'( 1
- S
lO ADU..T-MOT;VATED e R
/ Establls ae area near teacher (unless:student is - -adult- but, not ,
- teacher-] r;e_r{ted), praise . often; send communications to home .

(motes, fcommentary, tapes, student's work); praise in frqnt of |

N adults; -mvolve #ith other adults when working. . i
\, ( R - : e .\ . . . . B l’ ‘ . ,.\\ ’
., '. ’\. . g . . ‘. 'f .
*11. TEACI-ER-MOTIVATED o . . o~ = cot

, 'Establlsh /oen area near" teacher, praise often; incorporate

- reporting . to .keacher into prescrlptmrr, include~ in small-grot.p

. _ instructignal technlques when teacher is 1?nvolved "
yb ‘ e . ' ’ ' "

12. UNMOTIVATED . , ' g T Yo T
y . b T, . . \,
Design short-term prescriptions that require frequent
. . feedback; provide simple options based on interests and.
\,h - prescrlptmn, expg’inment with token: reinforcers; expe
: behavige modification; attempt to develop peer relationst
a motivated (am*wllling) pupll; rewara for.achi'e'vame
1nstruct10nal packages 'of studemt's choice; use games; use
manlpulatlve materials (if tactual or kinesthetic learner); permit
"limiteo, options .under direct superyision; praise for ev1denced
' progress; involve 1in development? of own prescription; .observe
reactions to each suggested method and use baseline data for

comparison of relative effectiveness.” =

.

o

13. PERSISTENT N

.

" Design long -term prescrlptlons after establishing a procedure for
. obtaining a551stance when necessary.

14. NOT_ PERSISTENT‘

;
Design short-term prescrlptlons that require frequent teacher
checking; if peer, orlented, involve as part of a pair or team; if

. * teacher '¢Tlented, seat 'near. teacher; experiment . with token
DI reinforcers; - experiment with ‘behavior modification; reward for,
completion of tasks; use task cards dod simple games; expetiment
. ~ with singular multisensory activity.. If thesé are completed-
Y successfully, expenment wlth 1nstructlonal packages Keep the

- R, A



~-of each task.

16

170

38.

19.

.'RESPAQSIBLE | Q\

NEEDS STRUCTURE

AR .
[ L4 . . 1

s 20

prggéription on level of functional ability; praise for completion

¢

- \
Begin by designing short-term prescriptions; as these are
successfully completed, gradually increase their length, being
certain-to keep them on the student's level of funcE}onal ability.

. NOT VERY RESPONSIBLE

Design short-term prescriptions that require frequent teacher
feedback and checking; provide few -options; make directions as
simple as possible; if peer oriented, involua with responsible
youngsters with whom the student views i1Meraction as being
desirable; if teacher oriented, seat near teacher; if adult
oriented (other than teacher) maintain frequent contact with
appropriate motivating adults (relatives, heroes); utilize
student's interests as focus of prescription, experiment with
behavior modification: use task cards; praise when tasks are
completed appropriately; experiment with rewards; be certain to
follow through on statements.

Be precise about every aspect of the prescription; permit no
options; use clearly stated objectives in a very simple form; list
and - itemize as many things as possible, leaving nothing for

" interpretation; clearly indicate time requirments and the

resources that may be used; required tasks should be indicated; as
successful completion 1is evidenced, gradually lengthen the
prescription and provide some choices from . among approved
alternatives; gradually increase the number of options. ' Establish
specific modes & conduct and study; use programmed learning;
experiment with instructional packages. -

NEEDS LITTLE STRUCTURE

Establish clearly stated objectives but permit choices of
resources, activities, reporting procedures, etc.; permit choices
of environmental, seelological, and physical elements; wuse
contract activity packages, many creative-type options and, if"
sufficiently mature, work-study and/or community-contribution

programs.

PREFERS LEARNING ALONE

Pérmit student to do so.



20.

21.

* PREFERS LEARNING WITH TWO PEERS ' to (ﬂﬂ'la

21
S

PREFER%AFEARNING WITH ONE PEER

'PErmit%StUdeht to 'do 50 and to self-select pe%;. When posifive

outcomes occur, continue the: pattern; when egative outcomes

occur, discuss openly with both, reiriforcing clear guidelines for
acceptable behavior and task completions; if -negative outcomes

continue, discontinue the paired relationship. - ’

Permit student to do so and to self-select peers, being certain
that all three youngsters agree to work together. When positive
outcomes occur, #Wgntinue the patteﬁzf/%when negative outcomes
occur, discuss openly with all three, meinforcing clear -guidelines

for acceptable behaviors and . task completions; if negative.

. outcomes continue, discontinué the' grouping.

" 23,

24.

25.

26.

’

v
e

PREFERS LEARNING WITH ADULTS

Establish den area near the tegzger; include student in all (many)
small group lessons given; develop prescription that includes
frequent igteraction with adults rather than peers; pr ise; use
instructioffal packages and/or tapes .with adult vﬁes anrd
commentaries; use media taped by adults. If older youngSter® are
available for tutoring, experiment with this type of paired
relationship. - v - // o

'

PREFERS LEARNING THRQUGH SEVERAL WAYS

Pegmit student to do so.

HAS AUDITORY PREFERENCES -

Use tapes, records, radio,vteleviéion, instructional packéges (if
adult oriented, use adult voices; if peer orlented, use peer

‘voices). Require activities that involve talking, listening and-

repeating what is heard; use instructional packages.

-«

HAS VISUAL PREFERENCES

Use pictures, filmstrips, films, single concept loops,
transparencies, drawings, books and magazines; require activities

that involve reading, looking and describing' what 1is seen; use
programmed learning (if in need of structure) and instructional
packages (also structured). '

&

.tc
S

T
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.27. HAS TACTILE PREFERENCES

v Use manipulative materials; use three-dimensional materials; use
1cs*of varied textures, \ghapes, sizes; yse water and sand to

draw | ‘or write necessary 1in ormation; d;e&dire activities that
involve .tquching, e.g., draying, building, tyacing, painting,
claywork, _etc.; use- 1in tional &Packages and . many

‘.tactile-oriented games, task cards, etc.

v

28. HAS KINESTHETIC PREFERENCES « .

» ‘uUse -teal experiences as basis for arning; take trips; use
, .projects extensively, and permit wide riety of multi-sensory
ty -+ activities; pse,instruqtional packages anc kinesthetic games.

29. REQUIRES FOOD INTAKE

. i 3
Provide thin slices of carrots, celery, gf%en peppers or fresh

; fruit, ete. © . .
' : . A e
S
:\)30. DOES NOT REQUIRE FOOD INTAKE . s

1)
. ’
LS .

31, FUNCTIONS BEST IN MORNING

oA ' :* . ’ . - '
T “Pereit student to .self-schedule. If not possible,- teach student's
most -difficult subject(s) in the_morninii . '

-

32. FUNCTIONS BEST IN ATE MORNING )

vy - : ] f‘ ' . . . .
Permit student to self-schnedule. If not possible, teach student's
most difficult suqéfct(s) in the late morning.

33. FUNCTIONS BEST IN AFTERNOON

. , , _ > _
Permit student®to self-schedule. If not possible, teach student's
most difficult subject(s) in the afternoon. - :

34. FUNCTIONS BEST IN EVENING

_Permit student to work extensively at home; use homework: as basis

" for demonstration of mastery. When possible, permit -student
relaxation periods during the .day; test for lows during which
student may be unable to function effectively at all; check
nutritional intake and® number, of hours of rest at .night. If

possible, experiment with an opeh campus approach.




¥

35. NEEDS MOBILITY .

Permit student to-move from ar¥a to area as long as he does not
interfere with lessons, studies, discussions, etc.; pemmit
frequent breaks; do not hgrrass student because of sprawling,
stretching, or frequent movement ; provide opportunities for active

"+ involvement in kinesthetic experiences.
. ’

36. Dées NOT NEED MOBILITY A

. ) . \

. Nies B - N
lrita Dunn and Kenneth Dunn, Teaching Stugents Through their
Individual Learning Styles: A Practical Approach. Reston, virginia:
Reston Publishing Company, 1978. The book exp ains in detail the LSI
and ‘how learning styles can be accommodated. The elements of the LSI
gre explained briefly in Appendix B of this paper. ’

. | ) ,
ZMark N. Ozer, Solving Learni and Behaior _Problems of

Children. San Francisco: Jossey-Bass; 1980.

.
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AN INDIVIGUALIZED -FREr\CH\'FRt{GNO'R; SECONDARY SCHOOLS
‘ViTginia Bell | '

(formerly) Norman High School ) .
'Norman, Oklahoma ' ‘ ' '
;- . .

&l . 1_ ) v ' ) . ‘
THE ENTIRE BASIC FRENCH PROGRAM (French I through Fremch IV) at Norman
High School (an  11-12 year school in Norman, Oklahoma) is
individualized to®a -certain extent. I shall be discussing here,
however, the French 'I and~Frénch II programs only. These two levels
are completely individualized, whereas the upper levels .are
individualized for grammar, but not for reading or literature.

The necessity .for an individualized approach to teaching at .these
beginning levels became very apparent when Norman High School ‘mqveq
from a traditional to a modular schedule for classes twelveyears
ago. In a traditional schedule, the student-teacher contact time is .
usually about 275 miputes per week; in our modular schedule, the
structured contact time is cut to 165 minutes per week,®- (This
particular individualized approach is workable, I"owgver,‘either on a
traditional schedule or on a modular schedule. In the school year
.1977-78, . 1 asked to have a control class of French 1 on a traditional
meeting pattern of 55 minutes every day, and in 1978-79 1 continued
with the same meeting pattern for a French II class. In both of these ‘-
classes we used-the same materials and the same approach that we were
~using. in the classes which were on the modular schedule. Only a few
minor changes in agministrative procedures were necessary.) :

-

Materials L ‘ o . ’

The textbdoks used at Norman High School are the Harper and Row
series Jeunes voix; .jeunes visages! and Fenétres sur la France? by
Yvone Lénard. For‘.Fﬁﬁ II,@fFenétres sur la France 1s actually
suplemental, and the Amsco French Two Years: Workbook Edition® is
Used ;

s the basic text. For both levels several other téxtbooks are.
kept available to the students for additional work or for a different
approach to some point that may be giving particular difficulty.

. For Fremch I the independent study units have been,develéped to
generally follow the text in the sequence of the chapters. The units
for learning each of the three regular verb conjugations, however, are
completely independent of the text. Each of these units is quite
comprehensive and includes most of the basic verbs that a French I
student is expected to know by the end of the year. Since the verb
units are independent of the text, they may be introduced at any point
where the class or a particular student seems ready for them.

-

*:
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For Fremth II, there are two intensive review units with which we

--always-begin: --a-written unit ano an-gral unit. These units encompass

the basic knowledge which the students are expected to carry forward.
from their Fremch I experience. Simce the two units are

complementary,  the students work on both at the same time. They may: -

elect to do either the oral or the written first, but they must follow
the order given for the various parts of the unit. For example, they
may elect to begin with either the oral or written work for the verbs
avoir and étre; but they must complete these sections satisfactorily
before continuing to the next section. e

To determine how to proceed after the review unit for French 1I, I
originally made a 1list ‘of what I considered to be the basic
grammatical concepts which the students should know by the time they
finish the second year of French. I then developed indepencent study
Units for these ‘concepts in the following basic format: objectives
(with the acceptable dejree of achievement), learning activities,
points of- testing, and ctiteria for retesting. The Amsco second year
workbook is the basic - reterence work for these units, though

‘occasionally the students are also referred to the text, Fenétres sur
la France, mned.above. (These independent study units do not,

however, nec@ssarfly coincide with the order in which the material is
presented in the’text. They could easily be used either without the
text or with almost any other text as supplementary material. In
fact, I found that from year to year I would .vary the order in which
some of the units‘ were studied, depending on the interest and
readiness of the students.) ' '

Program '

At the beginning of the year, the stucents are given a thorough
orientation for the individualizeo program. It is impressed upon them
that they themselves must assume the responsibility for self-pacing in
their work. Deadlines are set for completion of units, and it is only
the occasional student who needs intensive supervision to meet the
geadlines.- In fact,- for the motivated student the meeting of
deadlines’ is an important factor in the grading process. Within the
first few weeks, of course, the spread of the levels at which the

students are working-becomes veTy wide, with the spread for the French

»II students usuallig;'much greater than that for the French I students.

| .
For classes which are on a traditional schedule (meeting every day

for a specified number of minutes), the teacher must give careful
thought to the diwision and usage of that time for a successful
individualdzed program. My solution was to designate two days per
week for formal student/teacher contact time (i.e., a formal class
period); two days. when the class would be divided into small groups
where' 1 would be doing intensive oral drilling and conversation with
some students while the others were working independently; and one day
when the entire class would have .20 minutes of intensive aural
comprenension work- with tapes or, for French I, intensive
pronunciation work. ~For the remainger of the time on that gay

i 1

" -

32



N

27

everyone would work on independent study and testing, and I would be
available for consultation.

There are, of course, some trouble spots/of which one must "be
aware, e.g., cheating by some students and wafting time by others on
days when the teacher is working orally wi small groups. To curb
the wasting of time, which seemed to be thef greater problem, I fourd
‘it very effective to use a check sheet (se¢ Figure 1) which included
each student's name and a list of the activilies he could choose to do
during his’ independent study time. Thus, ok independent study days,
each student was obligated to check at least §wo activities he planned
to do; these included exercises in the workbook, working with a tape
or the language master, checking completed exercises with a key,
working with flash cards, taking a test, or, occasionally, reading
French magazines or playing French games (Monopoly, Scrabble, etc.).

If one allows testing during this time, as I did, it is essential
to have a reliable student aide (an advanced French student or even
one from the same class who has progressed well ahead of the rest of
the class) to administer the test and, for all testing, to have a
designated table or desks in the room for the testing area. The other
major prerequisite for the system is to have the tests graded as
quickly as possible ana\to have a simple system of record keeping (see
Figure 2). Thus the'StLdents may easily check their progress without
interrupting the teacher or aide, and the teacher will not be burdened

with record keeping.

The actual procedure for working through each unit is standard.
Suppose that most of the class is ready to begin Legon 8 in -Jeunes
voix, jeunes visages (French I), which is the lessgn on colors and
Items of clothing. The teacher begins Dy introducing these orally,
using flash cards, pointifg to cloghing students are wearing, and.
possibly using an overhead transparency. If there is time, one or two
exercises canh be done orally from the textbook. The flash cards are
then put in a file and®made available for the students to use for
independent study work. After the Unit has been thoroughly presented
orally, the written iInformation sheet is given to those students ready
to continue with the unit. Students not yet ready to do written work
with this unit continue with the earlier work they are doing. For the
few students who may be working ahead of the rest of the class, this
oral presentation i giving them a review or is giving them practice
they have missed whep proceeding individually. (On the whole, we have
not found this approach to be a. complication for highly motivated
students who wish to progress faster and more inacependently than the

rest of the class.)

Once this oral intfoduction to the lesson is mace, it is followed
with small group work (8 - 10 students) where again everything is done
orally. Small group sessions usually last from 25 to 30 minutes, and
during these meetings every student in the group must participate.
These groups-are extremely important, for it is bere that each student
has the opportunity to participate at- his particular level of

Co
)
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| FIGURE 1 (o g \
v ‘A ’ ' | K P
' Student Activity Check Sheet N N\
, ) | : ;
.- C— “ . .a . . y‘\ . . -
DAY ooare
- \.;:
. ) ,.' ] .o ! ‘ | "q '3‘ {!
Name Test |SG | Lang. | Cards: | Workbook; i Sound | Work w/ - | Games;. No.
Master | Vocab. | check/key ‘5 Page | Stud. Aide. | Music; of Act.
' [ g | ‘HaQGZInes )
d A - '
. Blckban, LI I | L b 9
. ckoam se . i .
! ﬂ PNy ; \ - x : L
2. Blackburn, Kerrf: o i | | i\ -
. Blackburn, Kerrf' ‘ : | | ' _
L KR j y : ! i 5 Pt ' ]
x ! i i . o '
3. Crape, Lisa ¥ } ! : i,
- i - "lr“& 5 .---;. o ! - me sma P -—}- ——'-----——-l- -’W----v—-—--i — :... - 3 —4
b, Danner, Bob - * ; 1 x 1 (4 ,
I S ! B ' . -
5. Edge, Sherri / ' ‘
6. Enterline, Butch Vi 3
1. Fogel, Dara / ‘
8. Graves, Lauren V ' .
- ' | |
9. Harrison, Brenda 1 ' K | )
- e — ?
10. Jenkins, Kay * o | x N
o L +_ - R . [PV L
11. Merkel, £l1zabeth . | % 5
— E |
12 boore, lorilyn | R | X '
: W2 i |
13. Morman, Nancy / ? 1 '
‘ ] ! ) ) i
14, Robinson, Marian ! V ; \__}_ | 1.
. i L. e b st oy smamon i b e 2 s b e 1
) r ’," B
<,-i;':.0 WA
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FIGURE 2 /
Student Progress Sheet
- “| 5] | 5
. — w w w
g o - o« -
> w - w -
< o w -4
~ NAME - s
| »
- 1 i
1. Bickham, Lise -0 ‘_o
2. Blackburn, Xerri . - -0
3. Crane, L#sa -} -
k. Dapner, Bob e -
i 5. Edgeé, Sherri 0| |-0
T/ %
2 =]
.




) | 30 , ,

A .

ability. Cue cards, lists of words on poster -board, magazines, and
posters are all excellent tools to use in these groups, and they offer
material for conversation which is limited only by the imagination of
the teacher and the students in the group.

On the days when small group work is done, sometimes two or three
small group sessions may ‘be held. Occasionally the first part of the
class period will be devoted to cultural material or a brief film. On
the' average, one week is allotted in the rough time sschedule for each
lesson.s By the end of the week most students should have completed
testihg}on the unit and be ready to begin the new lesson the following
week. for French II the time schedule must be more varied, of course,
for the units do not follow a particular textbook lesson sequence; the
teacher must use some Judgment about what would be considered 2
reasonable amount of time.to allot per unit for the student to keep on

a satisfactory time schedule.

The format for allotment” of class time used for French I is also
used for French II. When the direct object pronouns are to be
introduced, for example, the initial presentation is done orally with
the' entire class. All kinds of audio-visual materials are used,
including overheard ansparencies, posters, and tapes. The small
groups then offer excellent opportunities for conversation using the
object pronouns, and tapes and language master cards are available for
students to work with during indeezé%ent study time. Of course all
students receive, when ready, the inform tion unit; this unit includes
many written exercises which the students will complete and personally
check with prepared keys. When the students, individually, feel
prepared for written and oral tests they take them during the time
allotted for independent study. Occasionally the small group seggions
are also suitable for oral testing. -

Problem aréas

The potentihl problem areas with thew program center on  the
extremely accelerated and the very slow students. Fotr the slower
students it 1is sometimes necessary to tailor special programs for
their specific - needs, interests, and abilities: for them, for
example, it may be necessary to put emphasis on reading or oral work
and to diminish the written work to bare essentials. For the
accelerated and hignly .motivated students, by contrast, 2 bit of
special attention from the teacher usually suffices: they work
through "the units rapidly and independently since objectives and
procedures are outlined on the units, and they participate in small

. group oral work where they always have the opportunity to use their
advanced knowledge. ‘

Conclusion
.®
with this system we have had several students who have completed

two years of French in one year; some who have begun the study of

ac
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French independently and Jjolned the class at mid-year./and, on rare
odcasions, some who have completed one full year independently (e.q.,
over the summer) and entered the next level class at the beginning of
the next school year. Thus the program is especlally advantageous for
students who wish to pursue the study of French but have schedule
conflicts (with driver's education, for example) which make it
impossible for them to be a part qf a regular class.

As" a result of this program, the enrollment in French has
increased considerably: it has beeh necessary to add a - hqlf-time
French teacher to the staff. In fact, this year (1980-81)" the
enrollment increase has beeh so great as to put a burden on the two
French teachers. JIf this trend continues,’” as I feel confident it
will, very probably the half-time teacher will become full time; the
administrators at Norman High are very supportive of our program and
of all foreign languages. The French teachers find this particular
program very demanding and at times exhausting, byt also very exciting
and stimulating. \\js :

. ’
i f ‘ :
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_ INDIVIDUALIZED INSTRUCTION IN FRENCH AT I*(J?THWESTERN'UNIVERSITY'

Margaret Sinclair Breslin ‘ i , .
Northwest7 University v

O(‘ 3 -

~—
THE INDIVIDUALIZED INSTRUCTION PROGRAM IN French at Northwestern
University is currently limited-to the second year of languag\e study.
Originally (Fall Quarter, 1975) an experimental program involving
three out of eight sections of the normal” classroom course, it quickly
became: autonomous under the number A99, as I shall call it throughput
this report. In its filve years of existence, it has experienced a
number of changes and expansions, not! the least of them in student
enrollment: . frdm Just wnder 40 students in its first year to a
current 140 (a slight drop from its all-time high of approximately 165
students). Furthermore, it urrently enjoys its largest-ever
complement of instructors: ree regular faculty members, one
part-time lecturer, and one tedehing assistant. There are also two
work-study students, one of whom serves as tutor and grades grammar
portions of exams, while the other handles the clerical side of the
program. _
. _ “f'\?-"? v w

Most individualiZed instruction programs have certain elements in
common. I should like to emphasize, therefore, what we consider to be
the unique apects of 'our program, giving a brief description of the
content and mechanics of this year's A99, and offering some

predictions of where we may go from here.
N 2 »
1

5

Relation of A99 to other programs

" Tne fact that Northwestern University has a foreign language
proficiency requirement (a two-year university equivalency) in its
College of Arts and Sciences funnels some 550 students per year
through-our first and second year French courses. In Elementary
French, in addition to.a three-quarter beginning course, we offer a
two-quarter intensive course for students who are past the beginner's
stage but are not yat ready for second year. (This latter course may
some day become individualized, but there a o immediate plans for
such.) Students at the second-year levegi a choice of three
different ‘- programs: a regular three-guart lassroom sequehce, a
three-quartef Reading Knowledge sequence, and the Individualized
Instrucgipn 'A99. In this Fall quarter there are seven sections of
A02, the ¢tlassroom course, with an average of 25 students each, taught
by three graduate] teaching assistants and one faculty member; -one
30-strong” sectign jof Reading Knowledge, under one faculty member; and
a group of 140 students in A99, taught by five instructors for an
average of 28 students aplece. The instructor-student ratio is

' . . *z uq
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therefore quite similar across all progréms. (Generally, however, we
have oMy _four A99 instructors, such that the program represents a
savings in manpower as compared to the classroom courses.) N

Rationale for A9 = <

A99 exists to offer students an alternative learning experience.

It appeals to students who are eager to escape the blocked-in

classroom situation in at least one of tleir courses;r’it .mak s’
enjoyable a subject matter that might otherwise, as a colleze

requirement, pe viewed as a complgte bore; its self-pacing feature
offers savings in time both to fdents who simply want to ful fill:
their language requirement as q ckly as possible and to those who

wish to reach the intermediate level and major status in French as

soon as they can. In yhe,ladt category we often find students eager

to spend_their Junipr ykar in-Paris with the Sweet Briar program; if

they .can complete their second-year .work in one quarter,- they have

winter and spring in which to raise their competence to the necessary

level in intermediate courses. A99 also, unfortunately, attracts a

fair number of youfg people with the misconception that it is an

easier course than the classroom--a ‘problem with which I.1.

instructors from other institutions are surely familiar. For such

students it is all too easy to forget aoout or postpone the one Ccourse

in which they do not have to be in class at least three times a week.

Many do -Just that, thinking that they can cram in all that grammar a

day or so opefore the exam. In an -effort to eliminate such

difficulties as much as possible, we have found it advisable to

increase the: number of rules, regulations and deadlines each year,

which has detracted to some degree from the open, more flexible

operation of the course envisioned at its inception. .

P

Desription of the course —J’;

A99 has the same language goals as .the classgoom cOurse: to
develop a -student's competence in all :four linguistic skills to the
mproficiency” level, which means a grade of "C" or better in the last
quarter of the course. Since 1976, A99's second year of operation,
this goal has been pursued via a three-pronged program: 3 general
grammar review and a listening comprehension program together form
half of the contents of both course material and exams; for the other
fifty percent the student is offered a choice of concentrations (this
year, literature, conversation, or civilization; in previous ‘years,
reading knowledge and business French were also available). It%is
this concentration option which sets A99 off from a number of other
1.1. programs, and it has been the type of concentration offered which
has given A99 a slightly changing focus over the years. We shall

return to this feature shortly.

The A99 brogram is organized around a‘series of group sessions at
which attendance may or may not be obligatory, programmed materials,
and individual consultations with the instructors. Progress in the’

)
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course is meashred by a series of twelve exams, of which grammar forms
35%, listening-comprehension 15%, and the elected concentration 50%.
Grades are posted.onfy for complete exams although a student can,
through an instructor, check any part already completed. The grea
majority of students take the minimum four exams per quarter, but’
_since exams ‘can be taken whenever a student has mastered the material,
generally a gozen or- so students accBlerate the pace to complete the
course in .two quarters, and sometimes even in one. This glves the
, students more time to fulfill other college requirements, to expand
their number of possible elective courses, or 0 each the
intermediate level in French that much sooner. For the students,
who are normally well-disciplined achievers, A99 1is "particularly

well-suited.

Components of\the course

Let me now describe the course's three ¢components: listening
comprehension, grammgr, "and concentration area. 1) Listeming
comprehension is developed the, first two quarters via Emil de Harven's
spy story, Aérodrame (EMC Ceroration) and during the last quarter
with Madelelne Le Cunff's® Sur le vif (also EMC). Armed with
vocabulary sheets (only ingtructors have the texts) and spldy guides -
which pose questions similar to those on the next exam, the student
listens to the tapes in the’ language laboratory or at ‘home .{cassettes
are available), -ad® 1is tested on comprehension elther By an oral
interview with an instructor, :by written exam, or by a written Summary
of the material. This can all be done in English, though extra points
can be earned for re ses in French. Listening comprehension

comprises fifteen percen@¥f each exam.

students have relatively little difficulty with this comppnent of
‘the exam, since they can 1listen to the tapes just as often as they
_ need to understand the plot, and also because they do get 1nv61ved in
' the story and rather enjoy it. Sur le vif 1is more difficult than
pdrodrame, being plotless, but the challenge of understanding real
French voices, with regional accents and all, appeals to most students

.and gives them a real sense of progress made. '

2) In the grammar compongnﬁ,ﬂuntil this year, Carlut and Meiden's
Frenckh for Oral and ‘Written’Review (Holt, Rinehart and Winston) was

used in A99: it offizgkéggéonable grammar explanations in English and

a gubstantial number OFR ¢ises for each chapter--important elements
in an I.T. progeam 1ike ours. Yhe tape program, however, adds very
little to the text. For several reasons--the principal dne being that
it -was time either fox a newset of exams or for a complete change--we
have shifted this year to the Comeau, Bustin, Lamoureux Ensemble
series (also .Holt, Rinehart and Winston). The main advantage is that
this series consists .of three texts: grammar, culture, and
literature, which are coordinateg in vocabulary and grammar, and which
have been. easily integrated {into our program to provide a more
- coherent meshing of the elements than in previous years. Ensemble:
Grammaire resembles French for Oral and Written Review in that Its /’)

| N
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'explamations are in English and there are numerous exercises; its
further merits in my view are its.thematically oriented vocabulary in
each chapter and a superior tape program.

To help students prespare for the grammar exams, a group session
(class) is held one hour a week, which at the beginning of -Fall
Quarter students are strongly urged to attend to nelp them get started
on the right foot. Attendance is not obligatory, however, and the
bulk of the class are soon working entirely independently. - Various'
learning aids, in " addition - to the laboratory tapes, make this
possible: the answers to the exercises in the text are available. for
consultation, along with the answers to the practice or "study" exam -
for each chapter. Furthermore, if the students have any difficulty,
they can either atten the group session -for that chapter section, or

~ consult an instructor or the tutor during consultation hours.

"Another change in the grammasy componént has been implemented this
year: “the grammag, exams have }herally consisted of the .standard
exercises, with soff® short translation sentences. To encourage active
development of competence in written communication, udents‘aje now :
required to hand in with each exam a 200-word essay®hich they have
prepared at home. Tnis change toward a stiffer exam will require
careful monitoring to avoid too -much of a drop in.grades from previous
years. The essay is worth a third of the grammar exam, which itself

\J‘ ‘Is 35% of the total grade.

3) - The concentration part of the course is, as mentioned earlier,
a unique and partjcularly attractive feature of A%9. Students can
choose to focus on' specific interests and skills (though none of the
four skills is neglected), and can switch options from quarter to -,
quarter if they. wish. = In the 'past, with the exception of .
conversation,yattendance at group sessions for the concentrations was‘f
" not obligato?y Many students covered civilization, literature or
reading knowXedge material entirely on thgir own, with only occasional
consultation with instructor. Th results were satisfactory;
however, only with the better studentsy many of the ophers could have
made more progress with more classrobm® guidance, epecially in the .
development of oral skills.l At the .expense, therefore, of some of sy
the flexibility of "1nd1v1dualized" work, attendance at ‘most '
concentration group sessions has_.been made :mandatory this. year, with
exception made for some acceleratlng students. Classroom hours, then,
arew two per wegk (only one of which is mandatory ) for llterature{
~ two per week fgr conversation, and one per week for civilization.
Roughly 80 the 140 students are enrolled -in coqv ation ' (6
sections, 15 students maximum), 25 are . dn 'civilization amd the
remainder are in literature. This lattefr optlon uses, ‘Ensemble:
Littérature as a basic text, with the"1nstrg§tor s zchoice of
supplementary materials; the two others use' Ensémble: *Culture et =
société, again with additional material prepared by the instructors.
wWhere more than one instructor is involved, i.e., in conversation, a
single syllabus is get, but each person has considerable freedom

within it. ,
) ) \\\
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Progress in the concentrations is measured in different ways. In
conversation, class participation comprises 50% of the exam grade; a
. 15-minute oral exam constitutes the rest. Civilization and literature
both use a combination of homework and written exams. In all cases

. .study guides and/or practice exams are available; .students~ taking

conversation have a chance to practice for the o$$l exam oy preparing
directed skits or debates in the:last class of each unit.

It is rare to find a student who dages not become interested, if
not enthusiastic, in these concentrations. The opportunity to do
something different from ‘the classroom course, to develop some depth
and greater skill in an area of particular interest, - touches even
those students who just want to get the language requ1rement out of
the way. . :

. For students with demonstrated ability (a grade of B+ or better)
we offer, in the- last quarter of A99, the optiop of working on a
special project, which they themselves choose. = They work under the
supervision of a faculty member (not aways an A99 instructor) In the
past students have done their own research and prepared all sorts of
materials on French wine, music, Baudelaire, etc. Those relatively
few students who have the initiative to depart from the prepared
program are the best advertisements for a program of this sort at this

level. A .

Materiais

Like most I.I. programs, A99 depends on large quantities of
programmed materials for its operation (study guides, etc., alluded to
above). This year, the introduction of the Ensemble series has eased *
the materials situation at least in the concentrations. Heretofore,
instructors were free to choose their own texts. While a number. of
literary readeig and conversation manuals already exist, finding texts
for the civilYzation option was more problematic, and instrictors
developed a large quantity of their own materials! xeroxed articles,: "
slide and tape programs, etc. All of these -can still be used.as
supplements to Ensemble if de51red, and indeed, supplements will be
necessary for our twelfth exam, since the Ensemble texts contain only

eleven chapters

;@lthough it is still a bit too early to tell the Ensemble series
seems to be working quite well and both students and instructors seem
to appreciate the coordinated texts and the greater coherence they
give to the program. One drawback, however, must be mentioned:
students entering A99 in Winter or Spring Quarters will be working
entirely on their own, since all the other students will be following
the set program. Previously, it was possible for such students to do .

the first four exams of grammar and listening comprehension on their. ;" .

own, while following a second quarter option, because the two halves:
of the exams were not thematically tied to each other as they are now.
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Mechanics -

All study guides and exams, vocabulary sheets, and supplementary
materials are available to the skudents in a distribution center which
also contains an examination room, the office of the student-tutor, °
and a bulletin board where grades and announcements are posted.
Students are responsible for keeping up to date and checking their own,
progress. . o :

Students take the exams when they aré ready, although. past
experience with student procrastination has led to the current system
in which each exam must be taken by a set deadline. The result of
this policy is to produce four smaller tidal waves during the quarter
instead of one final flood. Since, for reasons of space, exams are
distributed from the main department office, they can be taken at any
time the office is open. Next quarter a new room pyaced at our
disposal wily _allow us to ‘move finally, if only temporarily, from the
department office; this will- necessarily decrease the number of hours’

during which students have access to the exams. ;

vulnerable to snafus. As the secretaries receive the completed exams,
they distribute them among the instructors' mailboxes. Concentfation
exams pose NO pronlem: each instructor grades his own exams. The
grammar and listening.comprenension segments have a more compligated
Jjourney, especially this year. Now that we have a tutor, all grgmmar
~exams go first to her. After grading tne exercise questions, with the
help of a “prepared grid, she distributes them to the instructors , for
grading of the composition and listening comprehension sections. ° Then
. all graded exa%; are deposited with the other student assistant, who
enters the resMts in a computer and posts the grades in the A99
_center. Althougn we always hope to get all tnis done in a few days,
. circumstances--illness, computer breakdowns, busy schedules, the
deadline rush--occasionally conspire to set us back, especially at the
beginning of the year.

: Grading the exams and posting results are generally the ar;z:;gﬁSt

<{f/ The student's grade. each quarter is simply the average of the
scores On exams completed: in most cases four, often more.
Computerization of the exam results, begun last year, has been a great
boon to the coordinator, who previously did the averaging Dy hand at
the end of the quarter. The quality of the grades has in ~general
paralleled thé results in the regular classroom course.

Directions for the future

Judging by the evaluations quarter after quarter, the majority of
French A99 students enjoy the course more than they expected and

- ,direct their criticism mainly at themselves, particularly at their
procrastinations. The feature of concentration options recéives a
goord deal of the credit for the generally favorable student reactions
_fo the program, and we shall probably maintain the present format
indefini%ily. Any changes in A99 itself, apart from the addition of

-
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new options (busines%?french,»ﬁpr instance), will doubtless occur in
the mechanics of e course rather than 1its philosophy or
methodology. A consolidated physical area--a set of offices and exam
rooms specifically identifiable as "the A99 space"--is an obvious
desideratum. Faster computer service in our building would be helpful
also. ’ . '

Future development, then, will probably involve " the existing
program less than. other programs. A considerable - number of A99

- students have gone on successfully to intermediate and advanced ..
courses, even to become French majors, thus proving that learning can
-take place in an individualized instruction framework just as well as
(if not better than) in a traditional course. Parts of the beginner's
course may eventually be individualized; there is no reason why ' the
recently instituted second-year reading knowledge -course should not
follow the individualized path, returning in large part to  its
<7 origins. The next step would be to expand ‘the I. I. ‘concept to
< intermediate and advanced courses, all of which will require much time
and persuasion. : In any event, as ‘I.I. developers and instructors
already know, time; hard work, and enthusiasm in approximately.equal.
amounts are & minimal prerequisite for establishing I.I. programs--but

the results are certarnly worth it.

Notes ' ‘ ' ~ ' \~,

lIn the case of the reading knowledge concentration, there was, .
of course, no attempt to improve oral skills since the direction is
always from French to English. It was thus easier for students to
work on their own 1in this option either at regular pace or in
acceleration. The large interest in this particular option and its
somewhat anomalous position vis-a-vis the others led us to remove it
from A99 into its own-slot.

—:c:-"‘/
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A STUDY COMPARING* STUDENT ATTITUDE AND ACHIEVEMENT IN COLLEGE LEVEL
 SPANISH UNDER TWO INSTRUCTIONAL ~APPROACHES: INDIVIDUALIZED AND
LECTURE-RECITAT I : -

_Samye Cimerhanzel-Nestlerode | . -
University of Houston :

ALTHOUGH MANY ADVANCES HAVE BEEN made in developing innovative and
effective means of presenting content to students of foreign languages
in elementary ‘and secondary schools, the tendency is still to approach
the teaching of foreign language courses at the college level in the
\lecture-recitation manner. Research in the field of foreign language -
teaching at the college level is very limited, .with most of the focus
on teaching English as a second language and on bilingual education.

Research by Allen and Paquettel, Carroll2, Connor®, and
valette#, indicates- that = studentsid9 have problems in learning
foreign languages at the college; lgN %, .-College students enter the
stuoy of foreign languages bringing with. them individual strengths -and
weaknesses. There are differences-in their-abilities to code auditory

phonetic material, to recognize the“grammatical fuhctionsof words in¥

sentence context, to memorize vocabulary and verb conjugations and as
Carroll put it, to "infer linguistic fomms, rules and patterns from
new linguistic content itself .with a minimum -of supervigdion or
guidance."? ‘ o ' ’

There is a need to extend the data: base in the area of
instructional approaches to teaching foreign language in college level
courses; especially .in 'the area of individualized approaches to
language learning. Presumably college students would benefit (i.e.,
they would be more successful in their course work, achieve mastery
level more easily, and .have a better attitude toward their studies) if
they were allowed to proceed at their“own pace through materials which
were designed especially for them and which took advantage of their

‘particular skills and differences.

The intermediate level of college foreign language study is a
particular problem area because students enter this level with many
different experiences: some students may have had two years Or more
of high school foreign language study, which traditionally is
evaluated as the equivalent of first year college level; others may be
transfer students from other colleges or Jjunior colleges; and often
several years have passed since some of the students have studied the.
foreign language. Even though the intemediate level presents many
problems for foreign language educators, it is at this level that we
find the least amount of research. The purpose of this study was to
make a comparison of the effects of individualized instruction and

.~
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lecture-recitation approaches in intermediate level college foreign
language courses on student achievement and attitude.

Ty N

The study was cenducted at the University of Houston in Houston,
Texas, in the fail "of 1979. Five directional hypotheses which
followed this generdl form were investigated: students in an
intermediate college level Spanish course who had experienced an
irdividualized instructional- approach ~to learning Spanish would
demonstrate a statistically significantly greater ability to 1) write
Spanish, 2) read Spanish, 3)-.comprehend spoken Spanish, 4) communicate
orally in Spanish, and 5) would exhibit a more positive attitude
toward learning Spanish, than students who had experienced a
lecture-recitation approach.. A sixth hypothesis gtated that there
would be no statistically significant difference between the two
treatment, groups in the amount of time spent in learning Spanish.

Procedures

A two-treatment group quasi-experimental pre-test post-test design
was wused in this study. The independent variable was the
instructional approach used in teaching intermediate college level
Spanish: ther ingividualized vs. the lecture-recitation approach. The
geperdent variables were 1) the ability to write Spanish in a
grammatically correct way, 2) the ability to read and comprehend
written Spanish, 3) the ability to comprehend Sspoken Spanish, 4) the
abiljty to communicate orally in Spanish, 5) the attitude toward
Pearmng Spanish, and 6) the amount of time spent in learning Spanish.

The experimental subjects were students in two classes of

intermediate college level Spanish. The experiment was conducted in -

the natural setting of the classroom, but the experimental subjects~?

were not assigned .randomly from a common population to the

two-tTeatment groups. Rather, the students selected the times that.
they wished to take their courses and were assigned, according to

their requests, by computer. The flip of a coin detemmined which

growp would receive the individualized instructional approach .to

learning and which group would receive the lecture-recitation

approach. Each of the two groups consisted of twenty-three students,

‘resulting in a total sample size of forty-six. Although no attempt

was .made to have equivalent matching groups, the two Qroups\ were.
remarkably -similar in sex, age and marital status. All students

received the treatwents and remained in the course during the tire

fourteen weeks of the experiment. . -

Due to the nature of the study, there existed potential sources of
bias which, if «introduced, could limit the generalizability of ~the
stuay. Therefore, the following limitations of the' study :are
acknowledged: that the sample size of forty-six was relatively small’;

that the study was done in only one unive sity% that the sample was

not randomly assigned to the two treatments; that the two courses were
‘not taught at the same time of the day; and that the reliability and

validity of several instruments used to collect data. to test the -

hypotheses of the study had not been estimated prior to the study.

40
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The following instruments were used in this study: 1) An
 observational checklist designed to measure the independent variable
(i.e., the Ainstructional approach). 2) Instructor evaluations
designed to measure the overall effectiveness in both classes. 3)
+ Instructor-made pencil-and-paper pre-tests and post-tests designed to
collect data needed to test Hypotheses (dependent variables) One, Two,
and Three. 4) An instructor-made oral pre-test and post-test designed
"to collect data needed to,test Hypothesis (dependent variable) Four.
5) A Likert-type rating scale, administered on a pre-test post-test
basis, designed to collect data needed to test Hypothesis (dependent
variable) Five. 6) Time Logs kept by each student documenting the
time spent in actual Spanish study during the fourteen weeks of the
treatment to collect -data needed to test Hypothesis (dependent
variable) Six. 7) A written learning style questionnaire administered
to the students experiencing the individualized instructional
approach, used to determine each student's cognitive learning style.

All instruments, designed to collect data to test the six| -
hypotheses were administered to both treatment groups. The
pencil-and-paper. pre-tests and the Likert-type attitude scale were

s administered during. the second week of the fall semester of 1979, and
again as post-tests during the last week of the semester. These tests -
were -administereq/ and scored by the instructor from an answer key
prepared in advance. The oral test was administered in the second
week of the fall’ semester of 1979 as a pre-test, and during the last -
‘week of the semester as a post-test. These oral tests were recorded
on tape and /scored by 'the instructor and by another Spanish
instructor. The student Time Logs dere totaled at -the end of the
treatment period. : '

/

To insure that each treatment of the independent variable was
faithful te,/ its instructional intent, three observers attended each
classroom ﬁ/or fifteen minutes on three different dates during the
semester ag,/{d recorded the behaviors they observed on the observational
checklist./ At the end of the experiment, students ik both groups were
asked to/fill out an instructor and course evaldation form. The
students? anonymous Tesponses to the questions or\ the  forms were
-analyzed’ to provide data which were used to measure imstructor
effectilx’/eness in each of the two treatment groups.

Hy‘;/aotheses One through Five were tested using of
covariance. The pre-test scores were used as a covariate

adjustment for the covariate would lead ion in the error .

nalysis

term/, and consequent . sensitive analysis. Hypothesis Six
W ng a t-test. ‘A .05 level of significance was used as
~the criterion level of significance.

| | -

1/nstructional treatment i, individualized instructional approach

/
/

/ The pre-tests and the Learnihg Style Questionnaire were used for
/ diagnostic purposes to detemmine each student's cognitive learning
/ style, strengths and deficiencies. Students were schecuied for
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" activities that they woula use in attempting to achieve their speg%fic
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one-to-one conferences| with the instructor to establish individual
instructionul objectives, arnd to select the particular materials and
objectives.! The stuuents then ploggeued through the course of study
atcthelr own pace. '

The material to be learned was broken up into mini-modules. There
were several mogules for each part ‘the textbook used by the other
sections of imfedmediate Spanish. The modules were kept on file along
with pre-tests, practice tests and post-tests for each module. .

A room was set aside to function as a learning center{ Hours were
posted when the instructor or the teaching assistants would be
available to distribute materials, administer ana score pre-tests and
post-tests over the modules, and to- confer with or tutor the
stugents. A great variety of instructional materials and media was
available to the students. Students in the individualized instruction
groyp could take advantage of any of the materials and media relevant
to their own instructional objectives. .

Students worked. their way through the modules which corresponded

-to the grammatical material covered in the textbook used by the other

treatment group. They tested out of some modules, achieved mastery
with the first post-test on others, and had to redirect themselves
through other modules by doing remedial work. They moved along at a

speed that was appropriate to their needs, with some students spending

more time on one module than on another. The instructor acted as a
resource person, a facilitator and an advispr, giving help when it was
requested. Students controlled their own learning situation and
helpea to set their own objectives, operating within the restrictions
and framework of the Spanish Department.

Instructional treatment II, lecture-recitation approach

The large group mode was the major classroom grouping. The
instructor systematically covered the materi in the textbook in
chronological oroer. Most of the instruction was given in Spanish, in
a lecture format, with the students reciting when calleqg upon. There
was ‘little movement in the classroom. The students sat in their seats
with their books open, following the instructor as she discussed the
material in the. textbook. The instructional environment was teacher

‘centered. Fifteen minutes of every class meeting was set aside for

conversation and oral discussion over assigned outside readings. At

"~ the ena of every chapter, usually: every thirg class meeting, students

took a pencil- and-paper test over the material in the clapter. They
were also assigned ' eight compositions during the fourteen-week

treatment.

)
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Results

As  indicated in Table I, statistical findings did not support the
acceptance of Hypothesis One. No statistically signif‘icar?tsly'-greater
ability to write Spanish was evidenceg in the group that experienced
the individualized instructional approach. Figure 1 depicts these
findings. A

As -indicated in Tables II, III, IV and V, statistical fingings
supported the acceptance Hypotheses Two, Three," Four ana Five.

Students who experienced t individualized instructional approach to .

' learning Spanish demonstratfd a significantly greater .ability to read
and comprehend written Spanish, to comprehend spoken Spani8h and to

' communicate orally in grammatically correct Spanish and demonstrated a i

significantly more positive attitude toward learning Spanish than did
the students who-experienced a lecture-recitation approach to learning
Spanish. Figures 2, 3, 4 and 5 depict these findings.

As indicated in Table VI, statistical findings supported the
rejection of the null Hypothesis Six. Sstudents who experienced the
lecture-recitation approach to learning Spanish reported spending
statistically significantly more time studying outside of class than
did students who experienced the individualized instructional

approach. Figure 6 depicts these tindings.

Conclusions

Students at the intermediate college level of Spanish demonstrated
a statisticglly significant improvement in their ability to write,
read, comprehend oral Spanish and communicate orally in Spanish,

regardless of whether they -experienced the lecture-recitation approach -

or the individualized instructional approach. Furthermore, the
students experiencing the indj}vidualizeo instructional approach
demonstrated a statistically significant improvement in attitude
towards learning Spanish after. instruction in comparison to
pre-instructional attitude measures. While both methods of
instruction produced statistically*significant levels of improvement
in the ability to read- Spanish, to comprehend spoken Spanish and to
_communicate orally . in- Spanish, the individualized instructional
approach produced a gtatistically significantly greater level of
improvement than did the lecture-recitation approach. Finally,
despite the - fact that students in the lecture-recitation group
reported spending more time .studying Spanish outside of class then did
students in the individualized instruz?onal approach, the students in
the individualized instruction group tperformed the students in the
leot{re-recitation group in reading Spanish, comprehending Spoken
Spanish and communicating orally in Spanish; the students in the
inoividualized instructional group also demonstrated a statistically
significantly better attitude toward Spanish than that of the students
in the lecture-recitation group.
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TABLE I
Pre-Test Post-Test Mean-8core Comparisons for Writing

and Analysis of Covariance of Post-Test Scores

. y
- n Mean 8 - .
Oroup = Pre-Test Post-Test Pre-Test Post-Test Pre-Test Post-Test ¢ P
II 23 23 -80,87 51.70 18.95 18,79 9.3+ .000L*
L R 23 23 83.52  58.30 ' 23,36 24,29 8,39 ,0001*
Variable N M - S8 - af MS ~F P
Writing 6 §5.00 23519 L. M 23519 1.8 .28k »
- . N . L]
* criterion level of significance of .05
&
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Number of Errors Made on Writing Test

91

68

85
82

79

76
73
70
67
6L
61

58
55
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Mean Sébfes for

Individualized
i - Instruction
. Group
- .4D
Pre-Test o . Post-Test
Mean Scores : Megn Scores

Figure 1 Comparisons of the pre-test and
ost-iest mean scores of the group receiving
the individualized instructidnal approach and
of the group receiving the lecture-recitation
approach
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% TABLE II

" _Pre lest Post-Test Mean-Bbote.Comparisons for Reading

@ ) 'and Analysis of Covariance of Post-Test Scores
. n Mean ) o .
QGroup Pre-Test Post-Test Pre-Test Post-qut Pre-Test Post-Test t P
IT 23 23 6.48 3.35 3.88 . 2,35  5.02 ,0001%
LR 23 - 23 6.74 5,09 k.39 3.13 2.5 .01 *
Variable N GM ss df [Ms  F P
Reading L6 4,22 30.25 1 . 30.25 6,98 011 *

N

* criterton level »f stenifleance of .05
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Mean Scores for

Number of Errors Made on Reading Test
(3

Lecture-Recitation
5 Group :
Y
Mean Scores for
)  Individualized
N 3 Instruction
' Group
2 [
l
o .
Pre-Test Post-Test
Mean Scores ~Mean Scores
Figure 2.: Comparisons of the pre-test and
post-test mean scores of the group receiving
the individualized instructional approach and
. of the group receiving the lecture-recitation
approach
— \
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) TABLE III ; .
Pre-Test Post-d‘est‘usa_n-Scoro Coup‘arisons for Oral Comprehension \\g
_and Analysis of Covariance of Post-Test Scores " : §
n Mean 8 :
Group Pre-Test Post-Test Pre-Test Post-Test Pre-Test Post-Test t P
) . : : »
II 23 ©. 23 73.70 15.87 4.3+ 12,81  8.07 = .0001*
+ LR 23 23 74.78 53.13 35.66  32.92 6,04 ,0OOL*
¢ .
Variable N GM sS ar MS. F )
_Oral Comprehension 46 34,50 I3536.78 1 . 15536.78  148.02 .0001 #
"s criterion level of significance of .05
T2
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© 75
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& 70
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§ 60
: Mean Scores for -
N 55 Lecture-Recitation
5 o Group
g 50
St
3
o] ko -
£ 35
30
25
: , ' , » Mean Scores for
20 ' o Individualized
. . L Instruction
l%ﬁ - Group
. _ Pre-Test . Post-Test .
Mean Scores Mean Scores
. Figure 3. Comparisons of the pre-test and
o post-test mean ;cores.of the group receiving
oo _ _‘the individualiZed instructional approach and
: - of the group receiving the lecture-recitation
approach ‘ .
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: TABLE IV '

Pre-Test Post-Test Mean-ScoreQComparisons for Oral Communication

lnd Analysis of Covariance of Post-Test Scores -
_ n Mean Sb . ;
Group Pre-Test Post-Test Pre-Test Post-Test. Pre-Test Post-Test t p
11 23 23 63,04 18.83 25.93 10.89 9.56 .O00L+* .
LR 23 co23 _Bu.61 53.57 31.49 . 28.27 . 8.87 ,000L*
-Variable N oM g8 af MS . F P
Oral K : ) _
Coumunication (};6 36.20 5320.1% 1 5320.15 24,36 .0001 *.
. criterio% level of 3ignificance of .05 *
/ 4
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TABLE V

o Pre-Test Postqiost Moan-Score Comparisons for Attitude

‘and Analysis of Covariance of Post-Test Scores

: n . Mean . 8D
Group Pre-Test Post-Test Pre-Test Post-Test Pre-Test Post-Test t P
I1 23 23 49,04 67.17 33.51 20,60 3.99 .001L *
LR 23 23~ 4.8 52.35 20,68  21.12 1,11 139 «
' Variable =~ . oM T 88 afr . M8 F p
Attitude We . 59.76 2608,70 1 2608.70 12,30 .001 «
* eriterion levol,of‘stnntftcance of 0%
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Overall Comparison of Means on Time Spent Studying
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Recommendat ions

Sirce pusitive fingings wia  result  from this study, it 1is
recommended that turther resealch in tnis area  of individualized
instruction of toreign languayes bLe cunducted. . Attention should be
directed tpwaru the following areas:

1. 'Replication of the study should be undertaken to determine if
© “the finoings will be supported with different instructors.-

2. A study should be undertaken in first-year college level
Spanish to determine whether the inaividualized approach is
effective with students who have no previous knowledge of the
language.

3, A study should be undertaken using a larger sample size in
order to increase the generalizability of the findings.

4, A study should be undertaken to attempt te-.Oetermine @why
there was no statistically significant difference in the
ability to write Spanish Detween the two Qroups in this
study. Replication of the study ana a careful examination of
the fingings from Hypothesis Gne would be a step -in this
directon. ' .

5. Many questions were opened up in this study as to why
students in the individualized instruction group developed
“ . such-a statistically signiticantly more positive attitude

toward Spanish. Further research in this area is recommended.

Since students in both groups demonstrated a statistigally
significant improvement in ability to write, read,
comprehend, and speak Spanish, research should - be undertaken
to detemmine whether, taking into consideratign the cost
involvea (both financial ana in statf time),git is cost
effective to adopt an individualized instructional approach
to teaching foreign languages at the college level. '

i
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FRENCH COMPOSITION FOR BEGINNERS: AN INDIVYDUALIZED APF?QOACH

~pferre F. Cintas
Pennsylvania State University .
and Middlebury College

OVER THE LAST THREE SUMMERS, beginning French students at Middlebury
College’ have be#n given a chance4§o develop their writing skills via
an individualized approach ere are certain characteristics
specific to-the Middlebury program, but it is still adaptable to other
college situations. “ " s

Each summer since 1978° Middlebury h\? hosted a ‘small group of
beginning students in French. The group'Ms heterogeneous, ' comprised
of undergraduaté students, graduate students, professionals, and even

dilettantes.” For the years.1978 to 1980, the beginnimg students can-

be broken down as follows: B S N
. id ~

,1978' " 1979, 1980 |

Freshmen & Sophomores »
Juniors & Seniors

Graduate Students

Others

‘Aewmm_

'dhbmq

TOTAL

jdémwm~

+ .

Generally, all " these students are highly- motivated, although ’

individual abilities ‘may vary. Many students, for example, have
already studied one or .two languages. In 1980, the class profile was
as follows: three were native. speakers .of languages other than
English (Spanish, Farsi, and Arabic); five .had already studied
Spanish; four had studied German, and one had .studied Russian. One

*student had studied Latin and Greek. Six stﬁdents had .had no previous -

exposure to a second 4anguage.

The beginnerikover the years 1978-1980 have fallen into two basic
groups: first e undergraduates, who generdlly attend Middlebury to
learn a second or a third foreign language; second, the graduates, who
seek to learn French in order to fulfill certain degree requirements.

. During these years it has been our: experience’that the undergraduates
have been noticeably more successful at learning French than the

graduates. This difference can probajly be attributed to the fact.

that most of the undergraduates have studied another foreign
language. (Motivation does not seem to be a deciding factor, since
all the students--with rare exceptions--are highly - motivated.
Perhaps, however, there are different types of motivation. The

\
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undergraduates are interested in learning the language for itselt; the
graduates need to learn the language for an immediate purpose.) !
The unueﬁlfaduate program is seven weeks long, and the stuuents
receive four Murs of classroom instruction per day, five days @ weeky
for a total of 140 hours. Three instructors share the teaching
assignment. The first instructor teaches two hours in- the morning,
covering the material which appears in the course manual: cultural
content, vocabulary, and supplementary reading material. A secord
instructor, teaching an hour a day, reinforces the material cuvered by
the first instructor. The third instructor meets with the students
_tor one hour every afternoon and attempts to provide the students with
situations in which they can use the French that® they have learned.

In .such ‘an intensive program many students, because of their
unusually high motivation, want and try to speak Fiench almost trom
the very first day. Many of them immediately use all the French they
have Just learneg--grammar, norphology, and vocabulary--and they .
promptly fill the gaps with English. This can be a stimulating
" situation for a teacrer: the efforts that the students make are
spectacular, and not always clumsy.

It woulo be pedagogically unsound to tell a student, "You will
speak when you really can," for there is ouviously no ideal moment
when a student may officially start to speak. If students want to
speak, the best we can do is to try to channel their desires, needs,
and' energy. Meanwhile, since attemptiny to control oral expression 1is
. self-defeatiny, it seems that the most reasonable approach 1is to
control something more easily controllable: written expression.

As early as possible Middlebury students are asked to write, and
their tirst paragraphs usually follow a certain pattern. Most often,
the first composition is a series of five or six short sentences which
the students are invited to turn in at the end of the first week.
‘Most of them respond to this invitation, although there are no
penalties for not doing so and there is no grading. During the second
week, students are told that once their first short composition has
been corrected they may expand on the same theme, if they wish. The
following is a sample of a 'second composition by one of the better

students.

Je m'apelle Judy. Je suis Américaine. J® suis €tuoiate
3 1'école Frangaise de Miodlebury College. Je  suis
débutante. Je ne parle pas trés bien Frangais.

-~ Pendant l'annde je suis étudiante. 3 Bryn Mawr. Je parle
allemand et un peu Portugais. - . :

. Mes parents habitent a Philadeiphie. J'ai geux fréres
et je n'ai pas de soeurs. Neus avons une <hienne Qui
s'apelle "break-my-back.'" Nous avons aussi un chat qui

s'apgégle Tiger-lilly.
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when a composition is turned in all mistakes are corrected by the
instructor and some editing is done if necessary. (The students gfe
never asked to correct a mistake that has been only identified by Ahe
instructor.) The student's next task is to rewrite his composithon.
It is. then turned in along with the original. The instructor rectecks
it and then returns it to the student. (Rrewritten compositiong are
rarely error free, hence there is a necessity to double check them.
Moreover, the fersonal rapport that grows between the student and! the
teacher as they work together to' produce the best possible written
work is an important feature of our approach.)

At- the next stage, the student is asked to memorize one of his
compositions, and a certain amount of role playing will follow. At a
meal, for example (the students and instructors take their meals
together), the instructor may invite a. graduate student in the
language to ask a few questions of the beginning student. The
graduate student usually asks some simple and basic questions like
."Comment est-ce que tu t'appelles?" The range of real-life responses
of which the beginning student is capable is usually astounding.

Students are not always willing to memorize their entire
compositions, but the majority of them will do so. Again, at pealtime
an instructor who knows what the student can respond to, gu%?es the
conversation and keeps the questioning within manageable boundaries.

Each time a student has turned” in an error-free composition
during the course, he is invited to write another. No specific topic
is assigned, but most students, if not all, stay close to their
personal and immediate experience. The following paragraph is a
sample (this is the beginning of a composition of about 200 words):

I1 y a ~semaines que je suis arrivé a 1'école
Frangaise a Mi ury. D'abord j'étais assez dépaysé car tout
le monde parlaf®¥excMusivement Frangais. Aprés tout, je ne
comprends pas beaucoup de mots Qqui sont utiles dans la
conversation, parce que Jje suis débutant. Mais aprés la
premiére semaine, cependant, g¢a n'allait pas trop-'mal et j'ai
commencé a parler un peu Frangais.

Middlebury students are bound by oath to speak French at all
times. They prefer to associate with students having a proficiency
equal or superior to theirs. Though mute "at first, they quickly react
to the situation and view their composition program as one avenue
toward recognition and involvement. Getting the students to write
freely is the easiest step in this instructional system. A Correcting
. the papers, however, can become an onerous task. The number and
length of some compositions makes this part of the process very

t ime-consuming.

. Regardless of the lockstep classroom situation, the ‘program
encourages the students to learn according to thgir abilities.
Because students are given a chance to write freely, they explore the

<«
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learning process on their own terms. They tinu what they neea to know

either through a Look or by asking an instructor or a ytaouate

student. There is always an abundance of learning resources available

o to the inquiring stugent. In fact, it turns out tnat this technique

* is not merely a teaching wagevice, wut rather a venicle for

self-expression tnat allows the stuoents to write as much as the,

instructors can possibly correct. It gives the stugents a chance tOg

See their compositions rewritten in gooo Frencnh, which they can then
memorize ano use in the context in which they live.

In adoition to the amount of correction work createo for the
teachers, this apprbach has otner shortcomings. An astute learner,
for example, can fairly easily oevelop .a strategy of avoioing
obstacles, i.e., in a tree composition one 0oes not have to use wnat
one ooes not know. One technigue that can help folce the stuoents
into -terra incognita is to ask each stuoent to write a set of
questions that nhe would like his classmates to ask him, When tne
guestions are turneo in, tney‘are correcteo by the instiuctor and then
returned to the stuoent. Next, thgy are rewritten by the stugent and
turneg in again. At tnis stage the instructol asks the stuoent to
oiscaro the obviously easier guestions. Now, with the stuoent
~operating at nis own level ot atility, he is placeg in a cnallenging
situation. This technique, used at successively hnigner levels,
provioes room fol continueo Growth ano improvement. o

The students' correcteo yuestions are mineoyrapnea anc passe0 out
to all the memuers ct the class. tach stuoent must Iesponc to his own
guestions; the Gcooging strategy cannot te useo vely well. These
question anc answer sessions provige tre setting for continueo stuoent
interaction. wrile it wouio oe Girficuit to give a quantitative

« measure of tre students' prpgless, it can De sail tnat the majority of
students 00 weli. tach summer, in fact, one OrI two stucents Ieach 3
level of protficiercy equal oI even superiolr to traet of & triro-year
French majar. . :

writing compositions in a tegcinner's course can play & major role
in language learning. Tne incivioualizeo approacn presenteo here nhas
several essential features. They are: 1) allowing. each stuoent &
chance to Degin writing at & very early stage; 2) proviiing each
stucent witn tre opportunity to wIite at nis own pace; 3) provioi
each stuoent with promps corrections of nis mistaxes; “4) requiring W
that all compositions oe rewritten tree of e?)ors; ang 5) making
cevelopment of the writing skill, wnicn is a/ skill tnat can Dbe
controilec ang checkec, a support fcr aevelopmené or the mcre eiusive

speaking skill.
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SELF-PACING AND STRUCTURE IN INDIVIDUALIZED INSTRUCTION: EXPERIE?‘CF!S :

OF THE SPANISH PROGRAM AT THE OHIO STATE UNIVERSITY

Kathleen S. Cox
The Ohio State University

Alix Ingber o '
Sweet Briar College . .

]

Intmduction

. THE PRIMARY GOALS OF THE Spanish staff at The Ohio State University in
~ setting up its program of individualizeg instruetion were both
pedagogical and practical. In addition to the desire to develop a
program in which students could receive help from instructdrs on a
one-to-one basis according to: their needs, it was also felt that we
should provide a program with sufficient flexibilty to allow students
with complicated or heavy schedules to take Spanish without having to
adhere to the five-cay, five hour per week scheoule of the traditional

classroom program.

As it turn out, both aspects of our program--its self'-paced

nature and its \flexibility--have appealed to a great number of"

stugents, attracting many who would not normally be studying Spanish
during a particular quaxiter--or ever. At the same time, however, the
lack of apparent structure ih the individualized language programs at
OSU has also created a number of problems unique to this type of
program. The intention of this paper is to cescribe these problems,
indicate the steps we have taken in-an attempt to lessen thelr irnpact
and report the results we have achieved to date. .

The major odifficulties students experience in the individualized
program are nearly all related to their tendency to procrastinate.
wWhile the classroom track provices a day-to-gay syllabus and specific
dates for exams, the individualized programs encourage students to
work at their own pace. The problem, of course, %sfthat for many

stugents, "at their own pace" ends up meaning at no {pace at all, and.
students who begin the program intenaing to complete as much work as.-

is done in the classroom--or even more--often react to the program's
flexibility in such a way that they do very little work during the
first seven or eight weeks of a ten-week quarter and then must put in
enormous amounts, of time at the end of. the quarter in orger to
complete even the minimum amount of work required. Occasionally, in
fact, things have gotten so bad that a handful of students even forget
that they are enrolled for a Spanish course.

while this it a common problem, it coé n t,r,h%%‘ a §ingle
underlying. eﬁ'use The most fregquent reasons for prog€fastination seem

\) : 4
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to be. the following (in apprdximateiy the order indicated):

1. General lack of maturity: mahy students are simply not
capable of taking full responsibility for . their own rate of
learning. ~ _ ; : :

2. Real pressuré from other sources: 'students tend to out aside
work in- the individualized program when they are faced with
"more _specific deadlines in other courses, nr from
“ responsibilities related to of f-campus jobs.

‘3.  Unrealistic objectives: students forget to consider their

work in the individualized program when making a tally of the
“credit hours -they are taking during & narticular quarter. As L

a result, they find themselves registered for more, -work than o

'+ . .they are able to handle. . Some also make the incorrectc’isy;V-'j,
“¢)rvassumption that the ingividualized program will be easier v

RV

S /////"”“ﬁhan the classroom track. )
4, - A rteluctance to ask for help: students with nonr lanquage

: skills are sometimes ‘too embarrassed to.admit that they.4are =
? having problems, They may put in a lot of time, hut make

very little progress because they. do not ask for tutoring,
from the program staff. ‘

Before discussing the measures we have taken to deal with some of .-
the ahove student problems, we should like to present a brief ’
“description of our program in its original format.

' Students enroll for the individualized course. ALl new
students attend a two-week orientation in which -procedutes
are explained to' them and they cover the matérial fof the
‘first ‘'unit of credit in a classroom format. After this time
they are "on their. own,"- continuing. the work at theitr own
pace, using the lzarning packet as 2 guide, and coming in to
meet with instructors toé; spver each lesson and to take

tHeir oral andfwritten ung K@mS .- 8 minimum grade of 80% : . .
is required before a studéhff@idy go on to the next unit-of .
«  credit. Ouring the seventh w8tk of the guarter each student At
must meet -with an instructor to sign a credit contract,
through which ‘he makes a hinding agreement*as to how many
credits he will complete by the® end of the quarter.
Students may add or drop hours at this time, or may elect to
- ¢ - keep the number.of hours for which they were origimally
.éﬁ?w enrolled, = Students who do not romplete the nunbet of hours :
. ®fY  indicated, in their contmact by the‘.tgd of “the quarter ¢
receive a failing grade for.the entire Tourse (total nunhet , .
of -hours contracted). Students who complete their contracts ™ ' ~
... -early may go on to do additional wotk »f time permits. : (

It might be added that during the original chase of the prootam
students who did- no work hy the seventh wedw- of. the gquartter were
~ "disenrolled!. Fﬁomﬁithe program, and also that large numbers of

®
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_incompletes were given during this period.

t

gEvolution of 'the changes

buring the first quarter the program was in operation students
worked fairly well, completing an average of 2.47 credit hours.,
apiece. During the subsequent quarters of the 1977-78 academic',year, -
however, the program's newness seemed to wear o’f’r‘.l and this average
dropped steadily, reaching a low of 1.79 “by the summer of 1978.
Moreover, these later figures include a considerable amount of work
which was actually done the following ‘quarter in making up a grade of

- Incomplete, so that even less new work was completed “than these

figures appear to indicate (see Figure 1, for graph of average creqits).

Our problem, then, was twofold: - to &.—r__ﬁ'aintain the pedagogical
advantages of gthe jndividualized: - concept (and  its inherent
flexib¥lity) anad to encourage students to be_more productive within
this often unfamiliar framework. In the summer of 1978, as the pilot
phase of the program was coming to an end, the Spanish staff decided
that, at the very least, students should be required to complete a
minimum amount of work in order to receive a passing grade. . This

-minimum was set at twp credit hours per quarter, and became the

A

R

backbone .for the gradual: adgition of structure (or, at times, apparent
structure) to the progggm. It was also decidey at this point ghat no
Incompletes would be given unless a student had already completed a
major portion of work »f‘_or\w.the course and could present a valid (i.e.,
usually medical) written excuse for not being able to tinish on time.
This policy was consistent with the University regulations regarding
the assigning of .Incompletes.

-~ N

. . . L

As the Autumn Quarter 1978 began, it soon became clear that these
minimum requirements did have somg peneficial effect. Students were
completing the two-hour minimum, and not a single incomplete ' was
given. The average number of credits completed rose to a real 2.49.
It was felt, however, that these preliminary measures were not
sufficient Lo get students to work most effectively. Too much work
was sgill D&ing, crammed into the final weeks of the quarter, and
procrastination was~still seen as the major cause ,for this. During
that quarter, therefore, we conducted interviews with -all students in
the program at the_time they. camé in to sign their credit contracts.

These interviews followed a set series of questions, through which we
attempted to ascertain;%tudeﬁt,sl.I:easons for enrolling in the program
ano their reactions:to:the pE @@ yitself- and; to their own performance
in it. Amajority of_ stugenfe ervie_ﬂWedf?f-‘findicat‘;ed that they were

 happy with the program, .Dd JaisSatistied ' with their own rate of

N

cing them to |

progress. Moreover,. 80%;of‘_;fai'l‘,;students‘"(stéted, whénrgis,fked, that an
Bi'c

‘work more consistently.

attendance requirement wo,u}q"'%g'f extremely helptul ip 1

sl PR : N 1

As a result of the ,infg#mation"géthefed:".f_rbnjf ths, tirst set of
interviews, the program stdff decided that ddgitional. elements of

st ructure ’ could- be worked, into tne prografi withogt *jeopardizing the

-a_ifjtegrity of the. indivigyalized approach. - Since ‘we felt ‘that further

Ry & -
. -

¥
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FIGURE 1

AVERAGE NUMBER OF UNITS OF CREDIT COMPLETED
e ) " PER STUDENT BY QUARTER AND YEAR
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raising the minimum nuhber of credits to be completed would present
~difficulties to studeﬁfs with extre poor language skills, it was
decided .that we would experimen with applying pressure of a
psychological rather than a strigtly gdministrative nature.

As. a first step, it was decited that the two-week classroom
orientation should be replaced by a ree-day _orientation designed to
give the- students a better idea of how the program works and what
kinds of difficulties students encounter when working on their own.

~This included a full hour "workshop on prograstination" in which guest
speakers--former students who -had expe. ’egged serious problems in the

program and others who'had been very 'ﬂssful--were invited to share
their personal experiences with t—e new students.

™
% buring the final day of this orientation students were required to
meet with an instructor to fill out a person syllabus--a
week-by-week schedule in which a plan for work to be/ijE\gurlnq the
quarter was mapped out in advance, taking into account the amount of
work the student would attempt to complete and any individual problems
the student might have with regard to language learning and/or
scheduling. These personal syllabi were to be filled out in
duplicate: one would be retained by the student for reference and the
other would be kept in a ring binder in the Learning Center to be used
by students,as a sign-in sheet for attendance.
A minimum attendance requ1rement was set at two hours per week
This too, however, was more in the nature of apparent pressure than
real, since University regulations specifically forbld the enforcement
of attendance requirements.

The effect of these measures could be seen immediately. Durina
the winter -Quarter more Students-. began working earlier in the -
quarter. Results, in fact, were so good that we found ourselves faced
with a serious problem of overcrowding in the Learning Center. This
was resolved at first through the use of a bakery-style take-a-number
system which helped tg,-some degree but was difficult to control.
puring the now- all-tdo-familiar end of the quarter, crush, some
students found- themselves having to wait up to four hours for
instructor time. In all, however, improvement continued, and the
average number of credits completed per student rose to 2.66.

The winter of 1979 was also the last time we disenrolled sfudents
from the program. We realized during that quarter that students who
had been disenrolled were not being penalized (all record of their
having taken the course was removed by the registrar) wnile the more
responslble students who dropped the course at around the same time
were receiving a grade of "W" on their permanent wecords. We felt
that tnis was unfair and also that our students .should be aware from
the beginping that- they alone would be responsible for their
enro%lmentfin the program.

One furtMer change was_ made dUring the winter of 1979. Students
who intended }to complete_fheir contracts during final exam week were
required to dign up for appeointments %%-gp so. This system worked out

\)4 ] ) . . jo,ﬁ v
¢~ ) . 1
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very nicely, and cut down the  crowds and contusion Jformally |, -, " 4!
experienced during: that week. : ' ' LIV

At the end of Winter Quartgr 1979 the program staft met to discuss *
the recent changes made in tHjf program and the problems which, still .

existed. It was agreed that we now faceo two serioug and paradoxical i 4;
problems: procrastination and overcrowding. . We decided -that - we ! o *
should, - in the spring, experiment with an appointment system:~ ' = . ¢,

stidents would sign up to work with an instructor up to a week ‘im

advance. Students working on the same material would be encouraged to.
double up for an appointment; other students who negged help and did
not have an appointment could work with an iﬁstrucigzih}f there was ¢
time available, on a first-come, first-served, basis. Students.could -
not make appointments by telephone; they would, however, be encouraged
to call in to cancel an appointment if they found themselves unable to
come in. ’

This system, which we are still using, has had a' number of
beneficial results. Overcrowding has been virtually eliminated
(except, as wusual, during the final week of the " quarter). The
appointments also have increased the number of students working
together and, at the same time, seem to encourage students to plan
their work more carefully. Furthermore, having an appointment to keep
has given students a new sense of obligation, and many have tola us
that they would not have come in- on a particular day were it not for
the fact that they did not want to miss an appointment. Thus, the
system designed to deal with the problem of overcrowaing also has
turned out to be effective in reoucing the amount of procrastination
that had been taking place. . . -

°

»
One additional 'restrictio;:>waé imposed during Spring® Quarter -
1979: students were told that oply those completing contracts of five
or more credit hours (the equivalent of a classroom course) would be
permitted to take exams during finals week,.and then only on the first
day of that week. As a Tesult, the peak of student proouctivity was
pushed back one week, and only twelve students completed work during
finals week (as opposed to seventy-seven the previous quarter).

That spring, as a result, showed another ‘rise in student
productivity--to 2.99 credits per student. No changes were mace for
the summer, normally a low-enrollment quarter at OSU. (Many stucgents
studying with us during the summer were studying only Spanish that
quarter.) Overall, an average of 3.48 credits per student ‘was
completed. = The tollowing Autumn Quarter 1979, with typical enrollment
loads and with 'students following the same procedures as outlined
above, the average completion rate was 3.16 credit hours per student.

By the ena of Autumn Qarter 1979, the proglam starf felt that
while the program was‘certdlnly working oetter than it had the year
betore, there were still some problems that hac to’'be dealt with. Not
the  least. of these was the students# tengency--still--to . %
pgocrastinate. Although substantially more students haa done "regular,
consistent work ouring that quag;ef’tnén previously, many ‘continued to A
wait until the last minute to get a significant , portiofi- of their, .

Ve
~
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«J‘E‘Qréctsocdmpleted Thasyprohlem came to a head during the last week
of the qu¥itter, wfd every Instructor.in the program came away with the

Lmﬁr3531 N tha@:nany;bf burs students needed additional pressure put oW
Q:g%?er to prevent., tge recurrence of such a situation.

.'l' N » '
-, Jour” respdnseJ;gs tQ institute a series of further regulations for
the wintgr of/.1980: gse regulations were designed to give a real
advan ge tﬁ’gtudents who work consistently--a?§whatever pace--ruring
the ¢ rst ‘séven weeks. of the.quarter. These/students would receive
pref ntlal tzkatment in signing up for appointments during the final
weeks, Whlle the others would not only have fewer opportunities to
sign'up,nbut ‘also would be denied tutoring and oral tlesson review
ions. after the seventh week. Students who had heen wntking
con51stently were allowed to sign up for appointments in both columns
of our two-column appointment sheet; those who were designated as
non-preferential students were allowed to sign up only  in the
right-hand column.

These procedures, adopted to penalize students who had not bheen-
working consistently, proved to be rather unmanageable. Part of the
problem stemmed from the way we chose to differentiate between the
groups: students who had completed a unit of credit before the
beginning of contract week (the seventh week) were designated as
preferential students. Also included in this group were students who
had not yet ‘completed a ynit of credit but who had been working
steadily all during the quarter. As a resul the number of
preferential students far exceeded the number of non-pre ferential
students, eliminating the possibility - of preferential students'
receiving any real special ‘treatment. In- anddition, the
non-preferential students were glad not to have to go over each lesson
with an instructor. Thus half of their penalty became .a prize.
Hence, the overall effect of these policies was to introduce much
confusion about who could sign where on the appointment sheet and not,
as had been desired, to motivate students to work consistently by
providing a real advantage at the end of the quarter. The average
number of cred1ts completed per student fell to 2. 95

:q\;/~’ . -

A questionnaire completed hy §Edﬁents du*1no contract week
suggested that a portion of their deﬁllne in productivity may have
been due to a difficulty in making appointments when they were
needed. Many students complained that they were unable to get an
appointment ‘when they were ready tq be tested and, thus, were not ahle
to progress as quickly as they might :have. The overwhlemlng ma jority
said that they liked the program, however, especially its flexibility
and the self-pacing component. Moreover, of the 172 students who
completed the questionnaire; 40% said they would not have been
enrolled in a Spanish course that quarter if the individualized
program did not exist. Thus, while there were still problems, the
program did seem to be serving the needs of a larger number of

students. , _ : i

Winter of 1980 was also the first quarter during which the
individualized program was more cost effective than the classroom
program in terms of units of cred1t earned per class sectlon This
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trend has continued to the present. (The two programs had Deen about
equal in cost effectiveness since Spring Quarter 1979. pefore that,
the indivicualizea program haa been significantly less cost effective
than the classroom track. See Table I.) ‘

During Spring Quarter 1980 the same regulations were tolloweo, as
in winter Quarter 1980, with similar results. Students averaged only
2.69 units each. During the last week of the’ quarter--a quarter in
which 215 students were enrolled in the program--192 units of credit
- were completed. -This last-minute glut of activity brought on Dy
‘progyastination became intolerable for the program staff. We decidea
that. furtner stringent regulations” woula be needed. These stronger
regulations were ‘instituted guring summer 1980 and continue in effect
now during autumn 1980. So. far, they seem- to have helped. (As noteo
above, summer guarter tefds to differ from the other guarters of the
year, so we will not know until the end of the present quarter what
effect the regulations have had on- the program. )

Several change e mage. Contract week was moved forward from
the’ seventh week to\ the fourth: we wantea the stugents to start
‘thinking of Spanish ap a real course with a real, set number of credit
hours early. in the /quarter. (The fourth week was chosen because
Frigay of that week is the last gay on which students may drop a
‘course without penalty.) Contracts are still turned'in to the college
of fices at the ena of the seventh week, however, so this change has
enabled us to be somewhat more tlexible in oealing with students who
forget to-conmtract. Also, if we find a student who has been working
steadily but who has .gotten Doggea down Unexpécpedly by a particularly
difficult grammar: point, we are -able to renegotiate his or her
contract betore we turn the contracts in to the colleges.

Another new -regulation states that one unit of credit must be
completea by the ena of the seventh week oI ~the stugent, will fail
unless he or she arups the course.” Stuoents may drop a Couyse through
~Frigay of this week although they receive a "W" on their®™permanent
" recoras. Tne primary purpose for this regulation was to get at least
part .of the cregit of the quarter uone earlier. It is a stricter
version of the "gisenrollment" policy that we had used eariier, and in
effect rquiresfthat students complete some of their credit by the ena
of the seventh week or take responsibility ftor getting out of the

course.

-

The final change in regulations made in the summer of 1980 was
also intendea to lessen the last Crush of work cone at the ena of the
.quarter: those studgents who contract for two or three units of’ creoit ..
- 'may no longer work during the last week of classes. They must -finish
their contracts by the ena of the next-to-last week, generally the
Ainth week. Students completing four units must tinish by the last
day ot classes, as before. Those completing t'ive or more credits may
still work the first gay of finals week. In -addition, during the last
week in which a student is allowed to woOIk, he or she may retake a
test only once to pass it; he or she may not retajs a test.simply to
better the grace. On the last day of that week, fnly one test. may be
taken. : , &

?
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There were very few

7h

problems with these new rules. Most students

who had not completed a unit oy the end of tne seventh week -drooped.
This lowered the numoer of students enrolled, out except for five
students, those who stayed completed their contracts. On the averaae,

students completed 3.33

credits each during summer 1987. Only summer

1979 had had a higher average.. (As mentioned earlier, summer ‘quarters

are usually not typical

of the other nuarters; thus, it cannot be said

with certainty that the trend of falling productivity {is heinq
reversed. The summer 1980 results are, however, promising.)

Conclusion

‘" In its three years
. Program Ras .undergone a

RS
B

-

of oceration, the 0SU Spanish Tndividualized

steady evolution from nearly total flexinhility

tn more structured flexibility. This.prJdcess has heen nscessary to

counteract the human te
an inportant and valued
for us, and we do not
ardding the  structure

completed a unit of credit by the seventh week, for example, he or she

ndency to procrastinate. Flexinility is still
aspect of the individualized learning concent
believe we have undermined it in any way hy
that we have. Even if a student has not

" may ﬂ?oid failure by dropping the course.
. £y !

we have found that

only the-most Srqanized ‘and self-initiating

person can work effectively in an environment nf total freedom. For
most of the others, the setting of a minimum amount of required work

. s2eins to he necessary.

Such a minimum should be low enounh, however,

so that even the slowest students can complete it and enjoy a sense of

to complete more than the mirimum amount of work and not to leaye Jit

accomplishment. More able students need to be pressuted in othqi(:igs

to the end of the quarter. Psychological prassure has heen effectilve
for .many students: simply writing tnings on paper (schedules,
appointments, etc,) does seem to increase a student's sense. of

ooligation. When psychelogical pressure is not enough to make th2
program manageable, howsver, deadlines are necessarty. The deardlines

.snould be reasonable an

Tie—stagdering of dead
;\——;;;iiifigg,well~for us.

d not threaten tne flexibility of the orogram.
lines at the end of the guarter seems to he

" nur students have never complained when we'have added rtules that

make them get their wo

rk done sooner. They,  too, realize that the

#  ra2gulations help them work closer to the limits of thgir ahilities.

They also realize that

it is not fair to them, the other <fudents, ot

the staff wnen they lsave their work to the end of the quarter. The
structure we havz imposed seems to have had the effect of encouraging
students to make more effective use of -the inherent flexinility of the

program.

’."’ 1 \
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INDIVIDUALIZED LATIN AT DELAWARE: A PROGRESS REPORT

Gerald R. Culley
University of Delaware
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THIS PAPER IS LARGELY THE result of my experience aik'the first

conference on individualized instruction in languages The Ohio

State University seventeen months ago. Besides reading my own paper
at the meeting,1 I managed to hear quite a .few things that others
were saying. f{ﬁe approach 1 had made to individualization was quite .
modest--just a #et of computer lessons to help the slgwer students
catch up, keep brighter students challenged, ana expand the
availability of skill-building exercises for the middlers. Students
who were ill-prepared in the concepts and terminology of grammar and
syntax got a computer review of that subject early in the term, and
everyone had access to lessons on the morphology of Latin verbs,
nouns, and adjectives,-plus transformation drills in Latin. All of
the individualization was left to the computer; otherwise, students
all attended. classes and took the same tests on the.same dates. Was
that individualized instruction? Not by the common definition, but it
did provide much more flexibility than the class alone had done before
the computer came on the scene. I thought, and still think, that it

had merit.

A

The summer of 1979 should have been an unmixed oelight for
me--there was only the need to write the final computer lesson in
thranslation techniques and finish the Delaware PLATO Latin
‘Curriculum.2 But through the summer and into the fall I was nagged
by the feeling that something more basic needed to be done. The only
.cure for nagging is action, so soon that one final computer . lesson
‘became two, and a syllabus for a truly individualized course began to

take shape.

During the 1979-80 academic year I took advantage of a department
seminar on teaching technigues to present a prospectus of the
ingividualized program to my colleagues. Their critique was positive
enough to convince me'that it was worthwhile to submit it ag a new
course for review by the college committee on academic affairs. It is
now before that committee, but under our procedures one may offer an
experimental version of a course once while awaiting formal approval.
That is how it happens that eleven students are enrolled now in the
individualized Latin course. ‘ o

Unlike the program I described at the first conference, this one
is indeperdent of the traditional Latin course. Students enroll in
either one or the other. Let me tell you about the individualized
track, and how the computer makes it possible for one person to

. e
p
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agminster it within a time commitment comparable to a traditional
course. , ‘

The program covers the first year of Latin at the college level.
with variable credit, this year's work may be accomplished in as many
as six semesters or as little as one. A student who enrolls for, say,
two credits and successfuldy completes that amount may re-enroll in
the course the following semester. He will begin where he left off.

Repeated enrollments are possible up to a maximum of six credits,.

which is the equivalent of a year of the traditionmal class. So much
for the bookkeeping; it is a familiar format.

A student in_ the program has four Tresources: first 1is the
wheelock textbook” buttressed by the. newly published workbook4 for
.that text; the second is a detailed syllabus; the third is conferences
with the instructor. These three are familiar enough to require no
elaboration. Together theQIprovide most of an individualized program;
but at least four more needs must be met if that program is to work:

1. Students must have close monitoring of their developing
skills in morphology, sentence  translation, and
: grammatical/syntactic analysis of sentences. Even a workbook
' is inadequate here because a stuoent's work must still oe
checked in some manner. without prompt correction or
reinforcement the learner is left wondering whether ne 1is
learning good techniques or bad ones. He has to know when a
verb form is right and when not; when a sentence 1S
incorrectly translated; or when a construction has beef
analyzed correctly. Otherwise his progress will be faltering

and his configence, nil. '

2. Tests must be available whenever needed. with everyone
progressing at a different rate, test number three may be
given at many different times. If the same test is used
repeatedly, some cheating is gbound to occur. Ideally, each
student should have a unique version of test npumber three,
with . all of the versions being comparable in content ano

difficulty.

3, Students must have access to an instructor with reasonable
' ease, not only for questions about the language itself, but
also for communication about the housekeeping details of the
course and for forging the linj between the two that will
~help ‘to motivate the student to work consistently because he
knows his instructor wants and expects him to aChier'

4, It possible, stugents should have a sense of shared
endeavor--that others are at work just as they are. Any one
student may not meet his.peers in a regular classioom, but he
should know they are there.

5
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I know of three ways of aadresging these needs. The first is the
learning center, a facility sgdffed by faculty and/or teaching
assistants and kept open for a.s(bStaptial part of each week. This ise
an excellent solution, but' it requiyes a fair-sized staff. Most
classics departments do nota have t resources to maintain such’ a
facility. The second approach Is for oW faculty member to attempt to
give the needed personal attention to each student. Though possible,
this solution is extraordinarily demanding in temrms of time and
energy. Most faculty who try it are likely to find that their other
duties-~teaching, research, or service--soon are slighted.

~ As should be evigent at this point, trhe thitd method is the
computer. . As used at Delaware, here is how it meets those needs: The
job of monitoring stugent progress in morphology, sentence translation
and sentence analysis is greatly facilitated by use of the Delaware
PLATO Latin Curriculum. This is a set of six lessons developed at the
University of Delaware over the past five years. EachdJ
be used Trepeatedly by a student throughout the ¢
forty-five to sixty hours of instruction. cane‘)e had
lessons in the course of a -year's work. Three™of the Igssons are
corcernegd with morphology of verbs, noupns and adjectivéQQ. -They
involve diagnostic exercises to docentify areas of confusion ordgaps in
“each student's knowledge, as- well as remedial or skill-building
practice in progucing or recognizing various inflected forms. .A vital

feature of these lessons is that they ‘contain algorithms which inflect .

“the variable parts of speech in Latin. This capability allows the
lessons to provide almost limitless numbers of inflected fdmms for

drill purposes or, al;é?natively, to analyze a form a student has

typed and then state, for exgmple, that the verb stem is correct but
that .the tense/moou sign is wrong. Such "smart" lessons can, provige
much of the routine checking of student work that othHerwise would have
to be done by an instructour--and éaﬁtg;ve many of the same hints ana
corrective comments that instructors would furnish.

'The fourth lesson in the series. consists of a bank of
transformation arills in which a stuoent does repeated manipulations
of a Latin sentence, making one change in the sentence upon cue and
then” oetermining what other changes are forced by that mooification.

 Partially correct answers are recognizea ana any offeraing elememts in

them are pointed out. C
. ;o
Lesson five gives practice in sentence translation,. with the added
feature that a stucent may interrogate the computer aboug any word in
any sentence. With a touch on the touch-sensitive display screen, he
. can learn the dictionary meaning of a word, the dictionary entry for
. it, its grammatical form, or its function in the sentence. Freea in
this way from the need to Jjuggle dictionary, grammar ©book and
grammatical tables, he can corcentrate on the real business of
translating--the integration of all this discrete information into

something that'expresses a thought.

The last lesson gives practice in olo-fashionea parsing of words
in‘“context.., Students work through sentences one word at a time, first

L4
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identifying which part of speech a word is, then identifyina ié
grammatical form:. No typing is necessary: the parsing is rdone wholl
by touching the appropriate labels on the terminal's disnlay screen.
An incorrect identification of a noun, pronoun, adjective or verb will
cause the computer to inflect and display a form that correspands tn
the student's identification. Thus. if a student were to identify
portaverat as third person plural, .pluperfect active subjunctive

(rather than third singular indicative, as it is), the computer would
produce the subjunctive form portavissent and display it for

comparison with the target form. Feedback of this kind is much more °

helpful than a simple "No, try again."

1t should o2 emphasized that the Delaware's PLATO Latin fCurriculum
is meant to be used by the student as a tool for diagnosing his
errors, corregting them, and hHuilding his skills. It does much of
what a livindi!htor would do in going over a student's homework--hut
it does it immediately, not hours or .days after the exercise was
written. ronferences with the instructor are still needed, of course:
but their frequency and their duration are drastically reduced with
the computer's help. At the same time, 3 student's progress is
accelarated and his confidence is nlstered.

Tne s2cond need was for tests thek were comparahle in difficulty
and sunject matter, nut individually different. The comnuter can makke
that possihle. Students in the Delaware am take two tests per
module, with tne entire six-credit course stlnq nf six modules,
This means twelve tests for any one sfudent since anv test may He
taken a second time, there is actuallly a potent1a1 for twenty-four
tests to bhe taken by one student. Multioly by the number of enrolled

students, and the number of tests needed arows explosively. n
terrlfylnq job if done manually, this becomes guite manageahle if the
computer does it. A Ttelatively simple computer toutine oenera*es

individual tests by selectina at random from 9anks of auestions. Fach

quastion comes from a ank” of five comparahle ouestions, and fheu

complete tests thus ‘generated are individually unique while preservino
the. same tes*mq nbjectives; tnat 1is, <sentence @hree on many nne
version of test number one w111 include a complementarv infinitiv=
with 2 form of possum to test «nowledge of that syntachic natfern.

The computer routine for qeneratlnq tests is, if you will nardon
my exuoerance, a Jjoy to watch. Thz instructor simply chonoses the
testing level he wants (say, the end-of-mogule test for module 2), and
the macnine displays an approorlate test. ‘The touch of a hutton
produces a,nard copy of the screen display which can be handed to the

sturdent to he taken as a traditional pencil-and-paper test. A student
mqy not even know that his. test was oroduced by the computer. The
nstructor, nowever, knows that he can do to the comouter and, with

successive press2s of a single key, orpduce as many unique versions of.

trnat level two test as he wants, +«ffabout nne =very five seconds.
Security and comparability are both satisfied, and with ninimal rrain
an the' instructor's own time.

&
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Third on the 1i of needs was €asy access to the instructor. The
computer can help]ﬁgFE‘fﬁfgabs its message facility. Instructor and
student can send and receive notes which other users of the computer
cannot inspect. In this way specific questions can be answered,
conferences can be arranged, and information of a personal ~or a
general nature can be ssed. My practice is to sign on to the
computer at least once each day so that notes which have been left for
me will receive attention promptly. Since there are PLATO terminals
at numerous sites around the campus, students can contact me in this
way without coming near my office and w1thout having to try to catch
,Mme near the telephone. » . '

Last of all is the awkward problem of helping a studegt in an
individualized program to ‘feel that he is a part of a class4~with all
that implies in the way of shared work, friendly competiyjion, and
mutual ‘progregs. The computer also helps a bit in th area by
providing an6n-lirde "grade book." Any student may check this feature
to see not-only his own test scores, but' also, overall class averages,
mean and median scores for any exam, grade distributions, and the
like. No one student can see any other student's grades with a name\
attached, hut each one can see how he is faring in comparison to the

class. ‘ . , <

It is certainly appropriate that individualized instruction, which
by its very name promises to be many things to many students, should
have many forms in different institutions. For the small classics
program, . individualized instruction. may sometimes seem a luxury
avaflable only to the giants. -My experience at Delaware, however,
even in this first semester, is that one person can in fact administer
an individualfized program, and do so without stea11ng time from other
duties, if hef has a computer to helmghim,

Notes

lgeralc R. culley, "A Computer Supplement to Individualize the
Latin Course," Proceedings of the 1st National Conference on
-Individualized Instruction in Foreign Languages . (Ohio  State
university, 1979) po. 121-124. :

2PLATO is a reglstered trademark of Control Data Corporation.

~ ZFrederick M. .wheelock, Latin:’ Anﬁlntroductory Course Based on
Ancient Authors, 3rd ed. (Barnes & Noble, 1963).

4pgul T. Comeau, Workbook for Wheelock's Latin: Am Introductory
Course (Barnes & Noble, 1980).. A
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ortance of instrumental a
up relations for succe

' it s

BER OF STUDIES HAVE pointed to the
integrative motivakiont as wgll as “inter )
second language learningd, J&¥is- approach “he study of communicative .
coﬁpetence focuses .on bofd “the cognitive And the situational .contexts R

of language learning th first and sgcond language learners. in
."informal learning con s have specific Information to transm1t and
understand and, .equally 1mportant they"haye a genu1ne need a'convey *

or comprehend this  information. Children a age' by -

. "learn1ng to. mean" because for- them the most. i portant th1ng is to.
" " succeed in gettlng the message across or, in understanding the messaqb.,f
correctly. The situation in the classrodm contrastef”sharply: mlth thistgy

. "communicative . needs" ' approach- slpce ‘there thel-emphasi® -'is ‘on’‘:
linguistic performance .(e.g,), the *“leatrnet's longuterm goals, Show L
closely he. wants to ;dentlfy with the target Yanguage group as :
determ1ned\by the degree and'type of instrumental/lnteqrahave motrves)‘f' :

‘q By

Qf," ‘rather than “the learner's immediate situation. - In summa s Ehe
x - m"communicative needs" approach to languige learning suggests t the

conditjons that most facilitate language competence are, those thatl' )
provide conditions in which.the learner ‘develops, skjlls t handle real4&

" cofmunicative needs. The 1ncorporat1bn of i dlyl ualizéd fechnlques';h
of instruction -in the. foreign- language classroom ﬂ(gyen in a %
non~1nd1v1duallzed program of rnstructlon) ¢an ‘help ‘to “create’ such e
‘realistic language oondltlons and - thus dramatlcally 1ncre§se‘ the .~ "
oral-aural proﬁlclency levels of the. language learner. '

------

"Spontaneous expreSs1on'" "llberated éxpresslon " "cneatlve -
language use," in short, cammunicative.competency, must’ be ‘encouraged
. from ther early stages, of language learning ‘so that the student will
not find . it diffiecult to- move from. structured secur1ty to the

© insecurity of reliance on his own * ources. -And it is only through a

program . of individualized - instructipn that real communication, as
y opposed to the pSeudocommunlcatron of. mechanlcal meaningful, <“and
) communitative drllls, ~is most effectively faollitated.___ In an- ’

# individualized settin situations can " be provided .“from an early .

<i;/ stage ‘where, the stude%# is on his own, trying t e the language for
o its ‘normal purposes i ‘ establishing - social rel tlons, seeking “and
i giving - information, %xpressing his reactigns, .learning ‘to do
something, h1d1ng h1s intentions or ‘talking his, way out of tro@ble,

- persuvading, dlscouraglng,. ent:Etalnlng otheI;sl or - displaying  his
‘achieveménts. ' In' this way the gkudent learns to draw on everything he
“knows, at a- particular moment in- ‘his acquisition of the language,

« w1thout.Qrthe support and direction - of the teacher- in a :

¥ Y
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?x“ : .‘dividualized drill situation he fights to put h1s meaning over,
agsng would if he suddenly found himself on his own surrounded by °*
: monollngual speakers of the language. Indeed, in all of my beginning
classes the success of the course objectives depends heav1ly on the
use of indiv%gialized instruction:
"““%0 be able to understand conversational, Spanish spoken’ at a
Jormal speed with vocabulary and grammar approprlate to a
. Jiven lével;
?) tp be: able to speak Spanish, i.e.,' to be able to maintaln a
= lés'ic slmple conversational exchange with a native speaker
3) to be able to read short cultural passages and d1alogues at wl
normal readlng speed extracting the major points; 'f:’f;r';:
} 4) to be able to write  $hort guided compositlons on a given’
- top1c with minimal preparatlon
Tne follow1ng is a sampllng of some of the technlques of " ~
. “individualized instruction used to meet these’ objectives: with the a1m
of developing oral-aural proficiency:
. . _ ,
1. ~-.individual student interviews with’ the instructor on A
pec1f1c prepared topic develop1ng into a sopontaneous
- d1alogue ranges from 15-30 minutes: N e L
' 2. small—group 1nstructlon for/f slower students us1ng a w1de 'i’
&
- range of instructional materials and methodoloqres to $u1t
', . the 1nd1v1dual learn1ng style of the student
. = ) 3, wr1tten and oral cultUral prOJects based, on  individual
S interests; o N . o :
% : ’ - ., {
4. audio- and v1deotaped proqrams usin cultural and slpuatmnal -
’ topics, . which “may be used for 1 r,ge or small groups or :
1nd1v1duallzed instruction; : \“ T . ”,.\'
-ﬁ 5. taped oral—aural examvnatlons, ' S e
6. transparencies - und°rsc0r1nq cross—cultural dlfferences in® 4
L values, customs, stereotypes of the oppos1te culturé, etc.; ‘
7 . programs developed by students using a var1ety 6f rgdia to be A
entertalnlni creat1ve, and 1nformat1ve in the use’ of the '
o forelin language, M _
| 8. lei . activities’ shared in - small gr$|ps P such as’ flel,_d
o S trips in,which the language s -used and/ some aspect of the
S . culture 1s ekperienced or explored , S
g . -~ S ,ﬂ _- '-‘ ‘j .
. 9¢ reallstic problem-solvmg sit ions . wherein fhdividuak
, \ - . = reactions are called up;n for DOSSlblP resolutlons oo
A . Lo .;\. ) . Co *, .
‘ "‘ ‘ . . .' ’ " _‘ : . * .
. AR L o '
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meaningful concerns ' (e.g., t Cuban refugee crisis;
“bilingualism in the United States--Rrivilege or right'>, etc.);

.W.

“h'ypothetical situations, selected according to” those with
+ - which the sgudent can identify, and in which the'student must™
‘ use his wits to extract himself from a dilemma _

at

Practice in such interactions should be individualized in the

paces at which they learn, the different things which
. Inlerest them, and the.different situations in which they prefer to
: _ fleaxp: Students-should be offered a choice of* tasks .(things to da, .
e~ " things to find out, problems to solve, situatipns in.which to react) -
.~ .and- then be allowed to choose their own way, FEneir Bwn place, time,
. .+ ‘and company, for handling .them. Some may prefer to work with the
) teacher. Some who .are -loners will prefer worki certain
: situations by themselves, 'd ~ their  capacity as .
~indiv1c1ualsﬂ,jtill others prefer small groups or pairs. Such an’

apprpach, which respects the learner's individual learning style, will
make® the intéraction which® follows autonomous: a genuine form of
communicaticn from ore persort to another, not just another imposed act
of} pseu communication. Because df the personal nature of the activity
romoted, the type of reaction tak be displayed must
always\ remain pdrsistent with the personality and talents of the

particd, ent. \
' _ o
Development of instXuctional programs B
B I beligye in t%aching not language as communication' but rather
" -language as culture The'ssecond includes ‘the first; the. first does

not necessarily include® the secdnd. For thlS reason, +the
-individualized attention I afford to my stut:leni0 ability to perform’

"~ . in the foreign language does not:prevent me m considering her )

f'_ apects of §anguage study which may generate lastiny interest and - give, .

- " the student something of pemmanent value by “linking communicative . _ -
competence with cultural awareness. The , media and the 4 ts,W
therefore, should not be overlooked as- ideal means to bring together.
this communicative ‘aspect of language and its Lyltural significance in
today's media-oriented environment. = It is, >M"f‘4rm convfictign that .
exs‘tlntation of today's students' media bias‘_ . he. foreign language »

cuMculum enharces lang®8e competence. FOr thigiireason, I would -

like to expand umen some of the new materials an@f Miethodologies that

‘were’ suggested in the aforementioned program v of 1nd1v1dualiy (

" instruction- -particularly those relative to the use of media’ "and
-arts in teacher--and student-directed act1v1t1es . PP _

T 1. ~Videotaping instructio_‘nal materials. I have been project
or for a number ‘of videocasette prggrams with a focus on.both
tional and cultyral aspects of ¢ unicBtion in the target'))

| g COOTOL
. the . si
¢ - languad® . Each program. is a. self-goytat::@gfggit pPoviding the ‘student L

. »with a bilingual, 1nt!rlinear script, w n and visual vogabulary
-3 _ review lists, and a follow-up multiple choice comprehension quiz which Ll
- e . A D’ .
:{.1 " ) . . . E Y I . . " "u.. o A y
4 - © #.‘a , N » ) _
" J.f}.) B 85 ’ i "4 * ‘é‘
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v appears both on the script and on the ‘sereen.. . The programs have a , .
dua} audio-track system in bogh English and the targebt: language, thus
allowing the student to work on his own with teacher direction.

- The applicationgy of such instructional unity” are wide and varied,
incluoing listening comprehension practrce, vocabulary building
exercises, and culture capsules on 51gn1f1can1: aspects..of the target
culture. An example of the most recent&.ywevelopeo vigeocassette

program follows: ' - : . . . )

Lanquage as Culture; - Gestur s'in the ‘Miscmmic- WOrld :
Conten% SUMMBTY : L\t narrative on -tne’ significance of

- nonverbal language with particular emphasis on the usagef »
: ~

' gestures in ‘Hispanic cultures. A brief oramatization of
restaurant 'scene wherein mlsunoelstano.\régs arise as certgin
Hispanic gestures are mlsinterpre ed n' American tourist

The program is suggesteo; for a'séco -yedr tellege level, stuoent who .
has been tormally intgoduced &0 the grammétlcal elements nd the level

ngu1st1.c sophlst atlon piresent 4 v10 ocass tte program.

The ogram- is short e h,(appro rha,t\euz ' in/flength) :to be’
v as a valuable sel st i) upple nt cl@ﬁrgg(n
activities. R £ AR

Saing—$0g éther as. a clps;
‘f‘- ed prok;t resents a.

e the -oreftivity,

2. - Multi-meoia. oen
students are aHowed 14
instruction - tf¥ the-":’-l_.
“tangible, .unique; exgeriencey
portiop of a clg 55 a‘n a5

uniquer form of - Wi
expressigps of .1 1mteract:mn ‘provided

cannot bé easily duplé 13 .ttlng The mgst resent ..
program of this_ t,;'&lth th.(*' ’“"’invoglvea k‘aS t.hat of
literature class onyeNg -theater . ,so,gi s et
.atin America ann Sp& Tne\plgjept wgsg"

. ‘gramatic form.-in -a, me eai :

- dramatic reenact’men Lay

K}

n‘&
:»__u Iway ‘that . LA
souncl a filming crews

bllmgually or given a sﬂo

the audience who were

‘simple class"preject oevelop mto a‘polr’s pe f’qrma e

campus community and the gemeral ‘puﬁl&c %@ rof .agh te, ent-'» am a, - %

‘pride. in each student's contribyticg per ance\ (@ full.hour"

and thirty minutes lon}ﬁ couloh: e € "beace/ uu&llca- d by

tragitional methoaologies whitch™eo rny Qﬁw  (Reh exME030 TaREE ot v

ingividualizecd' *express‘p /by’ t,he,_,-.-. th - Eag '
( he,, ~pr03ect--wrﬁt. r fidsical or « -

particular talert tox. %ne,, »
aramat ic--which allowed him, to’ qomblhe Sthe gognitie aspicts .of

language learning with - the’ af‘fect e “aggects of: the unlquéness of.
1f.  Tne motivation for genule commumcatlon, jus the (
p udocommuﬁlcatlon of a rﬁsponse tnat grows oufz of a_

~,1: ans at}on" 'r Ahose
speak 'S\ what, - hao




setting, was prov1ded oy the meaﬁmﬁfuiness of the commun1cat1 -

_message--the -audience. Such projects €an be done. on a less.
less sophisticated level as well. The magination ofthe teg

highly mdt‘im.mg mehhe

- media:

“the aim is the same .as

" their individual }

and the necessifP to communicate effectively to a real receptgr 4

the creativity .and, talents of. the “student are th nly *8
, logles in .1nd1v1duallzed instM™ction.
) a" }, . ’J

useé ‘media creatlvely ‘might ,be to make
r[laretatlon of .a poem after -a live

. Another way for ‘st !d St
a cassette of a, mugi¢h¥ in|
performance in classagm an .
'students could produce tran encies and other visuals to teach

grammatical, literary, )y cultural concepts wunder the - close
supervision of the teacher. : .

<
3. The Independent - Study program (example: meaia
transposition). The subject of ‘a senior 1tgeependent research project
which I am prgsently. edting involves t transferral of a major
theme *contemporary LALin American women poets through a variety of
originally: .'c reographed dance, song, and  dramatic
,interpretation._ A singlg student is involved rather than a group, but
he project mentionea above: the stimylation
of the student's communigative ana creative abilities to inyvestigate a

topic of hig choice thor ghly and to present the deeper understandlng.

of langu?e and culture gained therein in a framewerk that is unique
to him ndeed the philosophy and objectives of the Inaependent Stuay

plication of . tohe ‘literary- text. Or, '

program at the College.of Wooster ungergird :the challenge of educatlon._" o

which inviteswmll students to come tg their best in terms of their own
talents--clearly a
institution. The .
students; it provids
an activity .whicHj

ndependent Study program is not reserved fpr a few

L bot personally meaningful and appropridte . to
ds #+afia  ifterests. - The phllosophy of such a
d. 20 years..ago . bﬁobert Bonth;us,;:!ames Davis

program was summa
he. Independent Study Program

ana J. Garber Drushal -in their study s

pport- of in iv1duallzed instruction %t “the

all studgnts with the opportunity to engage in

R g

in the Un;ted States

RN

. . program is to pro
" be nu tgred.u

»

The purpose of nlgher educatlon is to~ s?uﬁ&late and assist -

growth. . . : Facts may stimulate fthought ‘but” thought is

not imparted. - That is¢the 1nd1v1dua;;s reaction. QUcation

is an actlve, not a Qa§1ve, process, in that it’ qges not
out® in

con ist in It receiving reactlgg to imformatiom, ideas, ”
. pts. Independent thirking is a diffdicult art but it is /

the pnmary goal of the eq.lcatlve process (p. vii).
& .

"‘jvThe capac1ty for indjyidual fnquiry and expression .is a mark of a
liberally educated son, and the objective of the Independent Study -
\& an opportunity through which this capaclty may

mt%:s\o$ .each Independent Study progect (thesls or
om’s sgt forth

ul,

e eléf

v e . .
S . . . o0
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" knowledge (cognition) both in the perceptlf‘r;
f“

. knowledge. is acquired and- am willing 1;6 o
- probably the necessity) . a variety'y
acquisitions. This knowledge must, howev~‘S

in tbe Faculty.,-'ﬁdbook of the College .
. .

l"ontent - Students differ in their 1nd1vidual interests and the
. réquirements for various courses of study are not
' uniform; consequeritly, there are few rules for the
"~ proper choice of content fot I.S. projects. A
s : . well-selectdd project is one which- advances the
: ( ~ student's understanding .and responds \to the-needs of ;
" socliety. Given the constraints. imposyd~hy available
‘resources and time, the manageability ' OR tHe, topic is
alsg an essential consideration. l

Method -~ Implicit in every inquiry is ‘a method or plan which

} includes aﬁgic, a design or a deliberate comception of
: what 1s ing sktempted. The method selected will
v determine “the techniﬂues, devices or tools appropriate

. Q for' the project.’

Form - The” successful“géomple on of the project requires the
! communication of what Nhas been discovered or developed. e
Through, tme form of the thesis ,or creative project,
students . share with others the results of .theit
efforts. Whether by exposition or through an; gct
. creative .expression, the forms of communicat ion:¥skol
‘o be consistent with the content and method and sheulr): be
chosen carefully to communicate . as clearly andf_ as w*. .
' forcefully as possible the results. : nek s Ty

i

A ratlonale for 1nd1v1duallzed instruction in forelgn languages

M < bally y presume 3

Abillty to communicate, td interact

functions, and ‘in the internalizing
categories ~and functions. I am not copnc

e &
prgcess. “of aequ1sitlon the student learns "Ehe 'proﬁu of‘ language

dtio
sequencess Q'ﬁg learns through.doing. No matter' how Gzaach we relate '
th e activ.’c‘ties to real-life’ sltuatlons this practi rarely passes %

yond pseudocommunlcatlon ‘1t is externally irected, not
self‘-orlglnating, ‘it s a dependent ;, not an indepé __{‘;_"'_,gcti'vity. To
" pass 4nto the realms of real,communication, ndividud "_"'rf instruction

is a necessity. . In the development ke
dividual ified learning in the foreign lana,;aqe, I have -
follbwing principles to direct my endeavors

a-
.

Q? “learning is an active process; S ' o
© .+ b).' communication is a cre$ve act; o :%,?

~.c) media are motivatin orces in the pr nt generation of i,
' . students; ~rﬂ__£ .

. ¥
. ‘d)- re,latlng to individual - needs -zs paramount in educatlon i« /

Q4
[ d

. 3.

(ol /*‘M«#




B w0

.

In support of point (d), we find the following ar'gu‘rhen.t‘:s:

-- individuafs have a diversity of interests;# : .
-~ students manifest individual learning styles; :
-- students have varied learning abilities, particularly in
aural-oral competence in a foreign language; ‘
-- learners have a multiplicity of achievement goals; : |
ixividuals manifest varying lengths of attention_sPan; and
-- education presupposes a response to an individual interest |
the progress of, the learner.
. @ *
Perhaps the best rationale for individualization. of instru¥tion
lies in its potential for making language learning accessible to .
studentepof all backgryunds and ability levels. It is my firm belief.
that there are no short-cut, easy solutions.to a program of individual
learning activities, particularly in the development of aural-oral
skills in the foreign language. "We are also dealing with a generation _
of students which is accustomed to the transmission of information % e
audiovisual means-~thus, the #Meed for the further development ©
audip- and videotaped materials suitable to small-group and individual
instruction. Media should be connecters between the abstraction of an
instructional objective gnd the attainment of that goal in concrete
behavioral terms: the ability to use a grammatical construction to
. express an idea, the ability to apply a cultural observation to a
real-life situation, the ability to explain a cor@lei literary theme
in its, socio-political manifestations. Of major pedagogical concern
‘is how: effectively such media are used to achieve an objective, to
'« . .imaginatively -communicate idea, to stimulate gpd motivate the . o ¢
A{sarmer 'to perform a desire® goal. fThe media and #he arts are nof"’ v
- "mérely. envelopes . which carry all messages indifferently; they shape
both the ‘méssage, and - the perceiver.. Each. medium codifig Jreality » ¢
.d,i’r"r‘érently',_‘,\each conceals a unique metaphysics appealigl o .

. ‘Uniquely imdividual needs and interestsigzof thedifore .

.. Jearner. In addifjon, the greater the number.and th *more e
“o-  Marticipation of thé senses in the learning process, thé m ;g‘ra%ir:jly_]_*‘-_j_ﬁ,
‘assimilated and longeﬁnduring will be the skill learned. ' L

. 1In the aforementioned program of individualized instruction it is

' 4 K
»\ﬁossible t dapt cert?r%‘ elements of content and teachi#g -style te

e indivifual's needs a college:curriculum which does not provide & %%
for a formal program of imdividua¥jzed .instruction, while at the' same '8 13
time meeting all the "i{nstructional objectives set *forth by the '
department and thé instructor gpr' a group as large as 25 students.
working with individuallwstudents and small groups, although
time-consuming, can prove to. be an enrjching experience both™ for
teacher and studbnt alike. , " ‘

.« - In the fimal analysis, individualization in Humanistic sUbjea:s e
must begin and “end with the human, #pUthlfzeachér- relationsfip, V
although it mdght be aided by audiovisual matstials which have b R
conscientiously developedq. It 4s an #llusion to think  that ™=
individualization ' can be  based chiefly ‘on textbooks, programmed -
"terial_s, unipacs, or behavioral objectives. This is’because,-in’the

»
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modern world, such materials tend to be half out of date between the
time they are conceived” and the time they are implemented in the
classroom. Given an Adequate budget, paraprofessional help,
acceptable working conditions, and the freedom to follow creative
ideas, the foreign lanquage classroom teacher is capable of developing
a program which ©best fits - the constantly changing . learning
characteristics of individual students 1in each wunigue school

~situation. It is on this personal conception of individualized
foreign language instruction that I bhave attempted to provide a
setting for individualization of learning, whether one was formally
existent at the institution or not.

a e

, There are a number of ways to individualize and personallze
/1nstruction in the wumiversity foreign 'language class gven under
| conditions of traditional scheduling and large class size. Efforts in

' \imdividualization have generated enthusiastic response on the part df

g teachers ®and students and have served as a stimulus to further

' experimentation. Techniques such as directed small-group -wo Fiald,
. trips, lively oral presentations as well as those mentioned her® *ﬂl§e7“
- students an opportunity to use the target language in a meaningful .way

‘ ang&make the 1earning experience practlcal and enjoyable.

. . <
L . o
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INDIVIDUALIZED LATIN AT THE UNIVERSITY OF FLORIDA: A MODEST PROGH
S: K. Dickison . ¢ v
University of Florida = =

4

A RECENT ARTICLE IN THE Chronicle of Higher Education gz"SeptemDer,
1\320_, p. 9) notes that "declines 1n enrollment in foreign languages
cah be halted by the development of individualized programs." The
a;ﬁi,cle also indicates tpat ingivioualized programs attract a more
giverse audience than reg ar programs. The Ohio State profram was,
of .course, the focus of the article. My own'fledgling program at the
Univel§pity of Florida' could not claim such significant accomplishments
but I want to wdraw attention- to it because our goals have Deen:
somewhat 'different from those of  the larger programs here and
elsewhere. * | A :

* - ’ ' ' [N -

Background

. The University of Fji#ida (UF) has a fifteen-hour : lamguage
requirement for some students. Eveg‘ﬁ year our department offers three
pr four sections a gquarter of beg¥hning.Latin to meet the needs of

.
R ,‘ﬁm!at’ requiremgnt ;  potential maf@rs, students -who may take another

L

3

coygse or two i atin, and ,hg,le mer 19 .curious. are also.clients of
begtning Latin ' gourses.: The ¥ Classi¢s ~Department has had no
difficulty ipvfflling these sections ®Bf Latin. :

@ ror the spping of 1978 UF awarded me released gime in order to
gevelop a small pilot project J4n ingivigualized instruction for the
first two quarters of the beginning sequetce. with the help of a very

able undergraduate majbr I first surveyed suitable texts on which our
modules migﬁ&E be  based.l . I eventually settled on F. Moreland,

Latin: An Intensive Course. Our reasons for choosing Moreland were

seve®al: = & : ) :
1. That text had already dividea the maferial into units which
were in turn sub-divided into sections. After completing”

» -. Units 1-12 students would be ready . in the third guarter to

“.sample some Latin liter;atgie with ample assistance from the
. instructor. CTEe :
2. That __,te'xt‘proVided*,»full (sometimes too prolix) eXpianation
of grammatica n_’t,er al. Little agditienal explanation would
be required. . ; ©

-2

v‘ ! .. .\ . . _<' .-
3. Moreland'.:@f,order of presenting syntax (the subjunctive is
© » introduced as early as Unit _2) encouraged early reading.

.
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4, The particular student audience v;e.were seeklrﬂ would be able
+to cope with Moreland's deganaing approach (it is definitely
not a text for the faint of heart!).-

5. In v"&short, for our purposes the' advantages of Moreland
outweighed the disadvantages (the lack of.'real' Latim in the
exercise sentences, for example).

Toad map through the course materials. Handbook contains
objectives for each unit, brief but point explanations where ®
- moreland is too complex, ,clarifications, -new exercises to test
vocabulary, forms and comprehension, and exercises selected from the
inexhaustible supply. in Moreland. One of our *‘major concerns in
preparing course directives for the modules was to be as orief, clear
and concise as possible. :

Having chosen a basic text, we then prepaE a Latin Handbook, a

W
Lok

‘Mechanics of the €ourse

o ¥

As cu'rrently constituted, one faculty member ‘and' several advanced
students work with %;20 stydengs in €ach of the first two quarteré: of
beginning Latin. e . tMgd quarter” 8’ the sequence concentrates on

reading from Lawall's Petronius; thig quarter"is semi-individualized:
thevclass meets as a group only twic week. o

<, Fr

XL

.« The initial quarter of instruction consists of five units of

+ Moreland, which fhe student must complete in order to receive a grade

> for t¥e. course--UF has no pr@vision for variable cgedit in a pegipning’

+ langudle “course: - To®a certain extent stugents work at their own
speed, but initial ,experience with procrastinators tforced the
imposition of a set of five deadlines spaced over the quarter. “work
at a B level is required in each unit. Hand-in exercises may be
checked, questions answered, and tests_-taken in my office, which'is
‘open for this purpose several hours -a™tay. Answers for wprkbook
_exercises and other assignments are axailable in the Language Lab ano
in the Library Reserve Room. ’ ; ‘ » '

>

-

3 -
e .

Strengths of the Prg;""ifm" - GO -
- o ! 4. . “ /

We are now TUpning through the -sequence for.the second time. .
petore UF's:jmpep@ihg conversion to the semester 'system the Department .. .

wedye

¥

will need tq dec¢ige whether the projecf is worth continuing. Despite
our rather weak attempts at real "statistical amalysis tre following.:
trends are nevertheless ‘apparent: et Y o
1. Hignly motivated ,students have felt a real 'senseé of.
accomplishment in working on théir dWn and' compléting
O *». - objectives.. S TR =

*

. . . } o B ; o gfr . . &
fr 2. The very good students leafried a good deal of Latin amg in

fact performed slightly bettér-im the third quarter than
‘thoi who had previously followed the Tegular sequence. .

< 4.

&
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" Notes .:, A

9r '

3. Even mediocre students who had studied Latin befgas performed
well using the text for review. '

4. The undergraduate tutors (UF does not have graduate students
in Classges) made an important contribution to the success of
the program. ' While earning advanced Latin credit, these
students have also gained valuable experience: of their own
and added to their competence in the language.

b,

wisdom from hindsight

while we have had much success with our program, tﬁere are also
some caveats that we can share from our experiences. For example:

1. Individualized Latin is not for’ everybody-~the Morel text
is simply too hard for some students beginning a langd¥Qe. for
the first time, Lt A

‘o

2. As 4in all individualized- programs proctwstination is a’

serious potential problem.

3. Individualized Latin can be ™time-consuming for all involved
(including the secretary in a busy department). It can even
-occasionally try the‘atienc%of the most dedicated teacher.

4. Compuyterized exercises (in Ené}ish grammar, etc.) would be a

useful addition to our program. The -University has not yet
allocated resources to make this possible. . . .

The Future - | B o WE e ,
e ‘ . roo
Yf we decide to contirue Individualized Latin at UF after- the

‘gonversion to, the semester system, 1 envisage that the program will.’
remain a small one, _geared to the Weeds of two kinds of students: -
those in the * Hopers Program -an#f’ students with previpus .Latin’

College of Continuing Education at’ UF -has also expressed an intere
in"using the material for a correspondence course-in'Latin.) In‘t

_best of all possfble worlds (graduate students, a-Latin foom, time)

oy-:-the ~challenge of preparing:. some . brand-new,’

. iy NOUId - end ! Anepp
%v‘a%‘ﬁmé{:erials (both text and' workbook) ' appropriate’ to a wider anﬁi_enc,e

" experience where individualized tzack could serve.as review. (The .

e

than that addressed by my presgnt -program. But failing that I will be.
continuing to work invmy 'garden' (Voltaire, Candide, in fine). C

. >
. ‘ &
e ' . .

$i . .
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11 am ple‘%gd ‘%o ackrogledge the .initial pelp of Professer

Fabidn A. SamaMiego. of 'the Spanish Department #t the Unigmsity of

~Califqrnia at ‘Davis. Tre. lassics  Departments ‘of the UnivEsity of
_ Texas and Ohio State also graciously allowed’ me to- examine samples of

~

their materials. /\,_ 5 .
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COMPREHENSION, CONTEXT, LAYERING AND SELF-PACING IN THE TEACHING OF
AFRICAN LANGUAGES . :

¥

-

David Dwyer . . :
_Mighigan Sthte University
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Background - . @

T TEACHING OF AFRICAN LANGUAGES presents g numberi.of special
problems not generally encountered in oth language teaching
programs. These problems stem from the demographics rather than the
ature of African languages, for African "languages display a
considerably diversity (somewhere around 800 distinct languages) and
because Africa tends to be treated as a single gecpolitical unit,
equivalent to, say, France, Russia or India.l

The most basic prgblem is how best to deal with this variety so-+
that institutions sudM as Michigan State University, with a strong
interest in African studies, can offer quality instruction to students
with an Africanist focus. This problém permeates every area of
language teaching from materials development and teacher training to
actual classroom offerings, and is exacerbated by an inadequate level
dr funding for the task at hand. :

For example, teachers and students e always been critical of
the textbooks they yse no matter what. th@lilanguage being taught. In -

the case of Europed® languages this tréttion has led to a gradual
refinement in the quality-of language -teaching materials, because not
only can authors profit from the experlence of the past, but also they

can add to their own experience by teaching the target language with a
: variety of textbooks. .Compare,this situation to, that of materials
' development in a typical Afrﬁn lamguage: the most sophisticated
" ... textbook was probably, written' by a 1li uist who is hot a fluent
speaker of the language, never have studied it before, had

. little experience teachilﬁ%elﬂhguage.,v and has no previous text with
8i- whic o compare his/her- Own wQmg.  Worse yet, the prospects for
" imprd this situation are slight because what little- femgy will be
allocated to the development of: African langdage learning- materials

will and should be spbent in areas where no materials exist.

& . " : .
Secondly” the var_iability in Tequests for-tHAe Tedwming.gf specific

African languages imposes demands which digpormgd - language teaching
program could not meet because of the, oxt raGpdinary expense involved.

this reason, we at Michigeas State Anivers oy i
necessary to modify ogr program to meet thegs. needs, M
is termed "the learnet-centered apprdach" to” ribagelbe rning.?

> . : .
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Learner-centered language -Yearning .san be considered a type of »

individualized language learniriq, bhut owing to $pa nature of the

specific problems of teaching African languages’i tjomed above it is
different in one important way: the individual learnmer has been made
the focal point oM the learning situation. Fach classroom consists of
learners (no more than 5), a tutor (who is #not required to be "a
trained language teacher, but who must speak the target language
natively), a set of language learning materials, and a lanquaqe
supervisor (a faculty member who knows about the language technically

and who has had experience in the teaching, of African lanquaqes .

though not necessarily this one)+

(  a jgpumber of reasons may be offered for\‘the learner- centered
approa_

1. It is the. learner who is the person who will either profit or

suffer from the experience. Therefore, it is the learner who-

has the most at stakeé. In a learner-centered classroom, the

learner need not endure techniques which the learner objects

o. If the methods used are not working, the learner in
consultation with the supervisor can develop alternatives.

2. Many training programs allow insufficient time, regardless of

how that time ,is used, to permit the achievement of even a

minimal spealkfing competence. This means that serious
learners will have to continue their learning outside the
*lassroor’n Learners trained wunder a learner-centererd
pproach will have much less difficulty in making this

i ‘transition? -

3. Tutors are / reledsed from their agkiety. Their
' respon51b111t1es are commensurate with their training and

experience, since all we require of a tutors are skills which

any native speaker possesses. As a .result the relationship
between tutor and learner is one of cooperation rather than

apprehension. el
. — e . SN
The importance of the teacher b

The learner-centered approach does not underestimate ' the
importance of the role of a teacher in a classroom for the efficient
organlzation and smeoth running- of class#bom activities. Tt
recognizes, however, ‘that thESe importamt skills must also  be
transferred to the learner. "-This means -that the language sunerv1sor
must -work with the learners both in classroom situations and outside

to establish procedures for efficient language "learning. RSecause -

these learners are not likely Yo become language teachers, they are
not interested in the theory which is supposed to underlie language

teaching. 3 what they prefer instead is -straightfdrward proposals on ?

~ what to do and how to learn, presented in a clear, coRcise way.

. il . -
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An important /aspect in all of individyalized instruction -is the
notion of "self-pacing." This approach suggests that the learner is
capable of determining how rapidly to go through language -learning
materials. What we need to do is.to show the learner how to do this.
In presenting this idea to the learner, I intreduce the concept of
"interest" as the basis of self-mohftoring. If the -exercige is
interesting, then it is working, it if‘ is not, something is wrong.

T () general tnterest will be lost when the activity is eithex.too
complex Qr too’ advanced for the learner. This situation leads tg
f‘rustration producing anxiety resulting in fatigue, which may further
slow down the class. When an actiwity is too complex a good teachet
will examine the situation to. determine the source of complexity and :
either discard” the "drill- if it, is a bad- drill,4 restructure the
medial assignment to the learners. Such

trouble-shooting technigdes can be introduced to learners, b ﬁ#l €-ial ‘- A |
alsy™

been my experience th «this kind of skill takes a_long fgr.a”
learner, to master fact, many language teachers \ave
- difficulty with as well). The point that I wish to emphasize jhere
is that because of the difficulty in mastering this kind of skill,
! learner-centered activities need to be simple and.straightforward. :

. o g
Problem solving " ¢ _ - ' \

XY

The second component of selfepacing is the analysis of language
learning activities as problem-solving situations. That is, if a‘
language-learning situation can be interpreted as a (set ., of)
problem-solving situation@), the situation(s) can be_evaluated as
interesting or not, and thus can serve as the basis of self‘-pacing,’

.. There are,no doubt, numerous ways in which problem-solving coul#d ~
be applied to the language 1learning situation. The particular
approach that I have found successful concerns what I am conwinced to o
be a ‘most important azea of language ability, reading and listeniag ‘
compreherision. Through ~ the work of = Nord3, - Asher6, ~and
Postovsky7 - the - " advantages of  separating: production from
:»comprehension skills have become apparent. This conclusioh has- been
‘suﬁporﬁed by my own éxperiences in the classroom.- Thus), I emphasize
"the “lmportance of receptive skills. This includes not .only the,
ability to hear the important phonetic contrasts of the langudge and
the ability to'identify words in the target language, but also the °
ability to comprehend written and spoken texts as well. Here the
process of comprehension can be treated as a problem . to. be solved.
Often, however, the Qeginning- learner will find-a typical text too
‘complex to be solved. This means that the task has to be modified 4n
some way. The two approaches 3{hat I have used are (1), enriching the
context .in which the text is embedded and (2) developing a vertical
layen‘ﬁ'ng of the text . t \ e




Jideal way to develop this  capacity.)- 1In| agdition to ' devel

s
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lazering ‘ ‘ . N

L

While one ndrmally views a text .as .a horizontal or linear

.progression beginning with the fir'st word and endirg with the last,"it,

is possible to view a text vertically as well, consisting of a saries

.of layers of complexity. By so doing, it is possihle to break down

the process of comprehendlng\a text into a series of solvahle, albeit
challenging, problems Thus, the task invnlved is a matter of qgoing
through the text again and again, each “1m=> focusing on something new
to comprehend in.the text. 1In this way comprehension of the text

is built up "layer by layer" until t text is fully comprshended. .
The following sequence- of directions that would be given to a student

1f1ustrates this procedure.

1.- Listen to the text, without reading it, at least two tHimes
(more if you feel that it is helpful) for comprehension and

. + word recognition. Try to identify: words which you have

encountered previously. : '

. _ . o U y

2. Listen to' the text again,  this time while following the
written version, to identify the spoken words as units.
Note: the words may not be "physically" there, but their

recognition is important because they are 1mp0rtant in the

syntactic analysis of the sentence 7

}:“ 3.  Go over the text with your tutor or w1th a refenénce grammar

and d1ct10nary until you know the meaning-of-all the lexlcal
and grammatical content and understand the meaning, of each

. sentence thoroughly. Note: = experience has shown™ that
. problems of "interference" (the tendency to «iew the target.
. language in terms of the mother tongue) can be reduced by

trying to understand the target. sentences literally as well”
as freely, but with'the emphasis on the freely’

4, L1sten to the text again. By this time you ‘should have full
comprehension and complete understanding of how the sentences
are put together grammatically. Think ab6ut the content of
the story as: it unfolds. Listen to \{he text again and again
until you can follow it as it is spoken at~n0rmal speed

At this point the text should be cOnsldered only half-learned, but it

is important to bear in mind that a great deal has been learned in
this exercise. In addition. to listenipg” to and comprehending
sentences,- the learner has heard a large Yumber of words (some new,
some o0ld)" in context. The learning of words and their ‘contexts is an
extremely important aspect of. language which is often overlooked by
language teachers and textbook.writers. (I estimate that a.user must

have a minimum operating capacity of around 2000 to 3000 conceptsy t0$

achieve an acceptable linguistic competence. [This text analysls i)

vocabulary, the learner has internalized t bility to recoonlwv”
number of. fixed sentences which serve as the basis of a set of

sentences in which only one word has -been chanqed. The. meanin : ;wyr 5

9
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these sentehces, -even if the new word is not familiar; may be fully

~comprehended on the Dbasis of the-tcontext in ‘which the-sentence is

. uttereq. o > .
-, ) .. r ' L A . <
o It uld be clear from. the- above. example that "layering" is.

amenable to self-pacing, and as such is usable in individualizeéd and

learner-centered language programs. Because it is so simple. and

. ‘'straightforward, learners have ‘quickly grasped the procédure and, -once
- -having grasged it, tend to use it. ' . Cor

This procedure cap also be used for. the memorization qf texts,

another task that—%< enthusiastically slpport. Below .ig7a list  of

‘procedures that can be:followed in this activity:” o,

-

1. ' Go over the text sentence'by sentence (or” phrase by _phrase

and éven word by word if necessary): with ‘your tutor to.-

develop - as accurate. a pronunciation as possible. , (Ong&
proceduré for deing this is for the learner to attemptsto say.
the sentence. If the sentence is correct the tutor will say,

“~

* g that it is correct, or signal so by net .saying anything; 1if.

the ~sentence 1is incorrect, the thtor will repeat the
sentence. .This should continue until the .learnet has done
his/her’ best. The major problem'-at this stage is- the
- . generosity of the tutor. The tutor really has to be

encouraged to be critical. Thus the learner must repeatedly ..

Task t tutor if that is really the ‘way - it 1is sald, or.

whether it can be said better. The learner :-should show -

. enthusiasm in th€ -tutor's .indicating these fine points;
otherwise the tutor will:

. slide.) - o u
" 2. Orfce the text has been gone over carefully, repeat the:ﬁex{:
sentence by sentence: until a “normal rate- of speed is
achieved. . This can be practiced using a éariety . of
techhiques, e.g., repeating the sentences after the tutor (or

( . a -tape recorder), along with the tutor, -or by tracking.
g : (Tracking is = technique of repeating a sentence after about
a second's d,ele.. This has_the effect -of separating the

‘ listening mrt(mf the task from the .production part of the

task.) .

.

2. To be‘*sure you are aware of, all the distinctions, you should
practice “writing the sentence dawn after hearing it. This
dictation drill should be done sentence by sentence, and if
beginning stages, the sentence should be repeated as many as

three times. _ : , .
© 4. wWrite down the text from me‘m‘ory.jt\is is a form of self-test
]

« which will give you a good ide f what is known and what
- : isnft! oo o
(4 .,. ’ . . .
5. Attempt to say the text from memory, with the tutor prompting
at first, . S :
] _ ' . - 4
- M - ) L V.
) SN | .
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6. The task is.complete when you can rattle off ‘the entire text
' at a normal rate of speed. - ) . oy

7. Follow up this exercise by a quest1 -answer drilliin which
the tutor askk questions in such a‘fway-tha_t the memorized
sentences wil be the answers to the questions. :

Note: Initial texts do not have. to be long, as few as five sentences
ill do. But the learmer should try to increase the length of these

xts as soon as possible ).

2

Context s ' _ |
—_— W . . . C - v
The process of communication involves two aspects: the message and
the context in which the message -is situated. A traffic light, by o
analogy, presents to.us vegy- little ipformation (red, ‘green and .
-. yellow); yet the context ta street intersection) permits us to -’ 1
interpret the message: to stop, td go or to proceed with caution.

-Learning a‘language can also be seen this way: there is a message and.

a context. . Tat 1is, in understanding a sentence, one can - take
advantage of the context in which the: message is embedded. Context is.
particularly useful. for -a ‘beginning learner of a language. For °
example,4 the~contexf in which a, greeting takes place is easily
identifiable.. The mes3ages .which can be asked are finite.. The ~
learner does not . need to knbw the entire language, or even,hear the

entire sentence to .know what is being said. A single key word
! dgntlfled from a sentence may be sufficient for full comprehension of

th message. ' In teaching children to read, educgtors have .found that.
context is very important. Texts for beglnninézgeaders have a large,
amount: of context (pictures) compared to the mes§age (one sentence per
“page). When a child first approaches. a new page, he/she will first
examine the picture to delimit .the range of possible messages that the
sentence coulHd represent. (At .one stage for - example, my son used

only - the first letter in each. word, along Mlth the context, -to
,construct the message. Not -knowing a.word “he would guess at its
meaning, given the context, and supply a word that' started with the .

same sound as the one he wa$ reading and which made sense in.the given' £
context. . Quite often he was correct and in 'so doing gradually built
up his reading cpmpetence. Often he was not. correct, however, thougk .”
. he might even compléte a sentence having missed two.or three words in
- the process. , But: the 1nterest1ng thing was that if the sentence made’
sense given the context ‘he would continue reading, -while if 1t did {
not, he would rescan the sentence for a better q§ad1ng ) , Y

A
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Ways of controlling context

- . * {

, The classroom is an ideal way of controlllné context " Here we can

define the range of what is beihg expresse® w1th1n very narrow limits
and thereby optimize the, effects of context. Some specific- tPchnlques
that can be used might Include the following: - '
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1. Sen-sit buildup:8 yﬁ . .

3 In this \g;ill, the leeén.e,r is given a list of messages which
. C - will be presented to him/her, whether -a list of nouns,
- . - commands, activitie3, numbers or ahything. Ideally this list
should be in-, the form of ‘pictures, real” objects or
demonstrations. The important thing, however, is_that the
learner knows the. order of presentation. The tutor then says
‘ the first message. (The learner should kndw in advance the
’ .meaning of what is being satd.) < If it is a commgnd, the .
,1earner should carry it out. If it is a picture, the learner
Qmuld point to it. If it is a thing, .the learner should

‘-

point it out.  The tutor will then either repeat the message

r utter something new. If it is a new message, it has to be
the .second item. Once the secona,item has been introduced,
the tutor then drills the learner of the first two messages.
The learner can then' expect one of two knowh messages, Or a
new message thdY will be the third item on the list. when
the third item js introduced, the tutor will drill the
learner randomly on the first three items until the learner
can identify them easily. Then the fgurth item is iptroducea
and drilled in the same way, and so on until the list is
complete. Usually only seven items-can be introduced in this
way during one drill (if mofe messages are to be(@r)troduced,
_ the messages should De divided into two drills). T

- v y

. T2, prbctical sentences: : | e
S This abproach cén also be used to drill® pr‘a'cticaf sentences’® '

that the learner would like to-use. Here the le\arner draws

up a list of seven practical sentences that he/she-would like

. o to know and s the tutor introduce them to the, learner in
’ '~ the target language in that order. ey o 8 ‘
- , , K »
3." Translation drills: - Ly .

t N P s :
One of the problems in production- as well as recognition is
figuring out how things would Des said in-a language. One
method .is ‘trial and error, in which ®e , learner says
something and is, if 1lucky, corrected. An %ﬁzrnative to .
this is the translation drill: the learner e r writes a
cgzpos’ition in English for the tufor to translate, or asks
the  tutor to translate sentencef by S8entence. Here the
learner knows what is going to be said and should have -some .
idea of the words to be used and the kind of construction v
involved. Thus, when the sentence appears, most of- the
context has already been provided. (Such drills should be

§pped so that they can be reused.) - / :

> - : /
lx : B . '
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T 4. Known event:

N » ‘Here the learrer asks the “tutor to talk about a commonly f
nged event, such as gdﬁng to market,} visiting a friend's ;

" ho se, or even a folktale told in English. Again the learner
~will have narrowed the range of contexts“and—should be able .
to interpret the message more richly than otherwise.

5. ~ Picture drills: , . - L, ]

Another way of controlling the context is to use a picture of -
some scene or activity that the learner is (1) interested in

. learning about or (2) has some familiarity with already. The ;
learner then asks the tutor to talk.about the picture or asks f

\) the tutor questlonsﬂabout the picture.
Summary . -

In this paper, the special - demands of the African 1anguage_program>
at Michigan State University were presented in order to explain why a

learner-centered program of language instruction was established. The |
demands of this .approach -on lenguage learning were presented in order

to point dbut the kinds of technigues and practices tha® we are !
developing for other programs, namely ones which are straightforward /
enough for learners to- employ on their own. The two approaches, }
context and layering, centered around the concept of problem solving

as a way of maintaining interest. The question of interest 1tself was f

defined ‘as-the basis of self-pacing.
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Notes

lror more discussion of the problems associated with ‘the
teaching of African Languages, see D. Dwyer and D. Wiley, (eds.)
African Language Instruction in the United States: Directions and

Priorities for the 80's. 'African Studies Center, Michigan State

University, 1980. ‘\S * . . ‘ '

2p. Dwyer, "The’ African Language Program at Michigan State
University." Swetem, v. 7 (1979), pp. 7-27.

31n fact, I am hot so sure such theory exists anyway. In
practice, much of language teaching has operated on the bhasis of what
works, rather thans what ought to work. Dunkel (1967), cited in
Stevick (Adapting and writing tanguage Lessons, Washington, D.C.:
Foreign Service. Institute, 1971) demonstrates that little has changed
in our general approach to language teaching over the centuries. The
one exception to this approach may be the listening approach arguer
for by Asher, Postovsky, Nord and others

4Some drllls have little to do with .language learnlng hut rather
resemble mental exercises which would prove difficult to a native
speaker. Others involve too much new- vocabulary to be effective. A&
good teacher will take time out to drill the new &9@&6/1ary before

running the drlll : .

3

53.‘ Nord. "DeVeioping Listening Fluency Before Speaking: an

" Alternative Paradigm." System, v. 8 (1980), pp. 1-22.

53.' Ashet . "The Total Physical Response Approach: to Second:
Language Learning." Modern Language Journal, v. 53 (1969), pp. 3-17.

Beginning of Second Language Learning." . ublished  Ph.D.

7y. Postovsky. "Effects - of Delay in Oralgractice at the
dissertation, University of California at Berkeley, 1970.

@

BThe tafm,"sen-sit" is- from Nord. ’
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NEEDED: ~ A CONCEPTUAL MODEL FOR INDIVIOUALIZING FOREIGN LANGUAGE

~ INSTRUCTION : : L N
Ronald L. Gougher e : A N o
West Chéster State College ‘ : : '

AS I HAVE LISTENED TO many fine 'presentations at this conference, it
has again become clear to me that most people are discussing what I
would call components of a process of individualizing foreign language -
instruction. I base . that conclusion .on’ my own. definition " of )
ndiv%pualizing instruction taken from the  Reports K of the Working
ommittees, Northeast Conference, 1973: C, ' .
»~Individualization is a process’that moves away from making
' large groups conform ‘to a method in order- to achieve .
narrowly-coneeived objectives and moves toward meeting the
needs - and satisfying the interests of- each student. -In
doing - this teachers must increase or at least “maintain
. quality - performance. Mich will depend on a. teasher's
ability to manage programs without becoming merely a
flustered clerk in the process. It is the teachers rather
thar the equipment inVolved that wilJ//be most responsible
for suctess or failure and for determining how far .the
process moves toward the ideal for each student. Teachers
must , consider each student's//aptimum learning rate and
needs, given the conditionscpresent in his school and it%f,
community. ) * ’ - -

N

(1) Proceed with cautfgn, giving time for self;‘-
andlysis and introsgection. : !

n

General principles, then, may be stated as_fdllows:

(2) ¥%ake time to make an inventory of .the ‘current
teaching-learning conditions in each schaool.

(3) Move from a teacher-dominated curriculum to as -
o much of an individual, student-centered curriculum :
. . s the materials, space, financial support, and,
- , rqips most ipportant of all, the human resources
2 ayallable will allow. .

(4) Do not ° forget ‘behavioral objectives, learning .
° activity packets, and other aids, which are cited
in the bibliography. . v Y
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~ /) .. (5) Emphasize sensitivity to the philosophical bases ', . .
' Y for individualizing instruciion and to the. L

necessary human abilities.

One has  heard the\\\'érm "individualized instructionn used and
discussed in our conference.™ As 1 have learned from my colleagues

J here and elsewhere, the term is not meaningful, simply because it
implies tog many meanings--as_many meaningS as there are prygrams.. I

4 propose~that we begin an inquiry here, hoping that the in iry/ will
end much later in the formation and - gonstant review of a nceptual

' - mddel for all of us as professionals, a common model. for thinking to
‘ which all of us can refer as we di cus$ either our own pro?rams or
those managed by other teachers'and:atiministrators. -~ - T

Simply stStEU, we must hapel propeérly what certain terms can mean '

N ‘for everyone. Individual#2ed. in ruction might be the. first térm to '
‘be discarded. The nature ef- thg word, being ‘a past participle, is.
such that a completed action is (mplied, motivating some to focus on
'a‘ﬂﬁ want to be given % ompleted program. The concept
“individualizing instruction,¥~khqwever, implies a process that should,
most probably, include“ﬁcomponen*s siich as those dglen'tioned in. the

definition I provided in 1973. e\/ are components for a process ;of
individualizing instruction; they are Aot individualized. instructior.

- . ) : ) . b . N * . .

¢ our ' ne%t step should be to 'develop a, conceptual model for

individualizing for_eign(flangua\g'e”"ns,truction sq /we' can” talk with one |
angther about variols™components for ‘a Pprocess of individualizing
instruction and -understand, collecffively, what we are doing and what

we can do. 1 hope we,/ as profesfionals, can motivate some of our
colleagues to work on.the project and to solicif the support necessary
o to complete the job--or should I say, ‘to keep the job going? - \{

.7 ~“/ . . ,z
Notes . . 7 “ LT

lR_onald L. Gougher, "Inc;%ualization;of Instructj;én," in Jam:s
W. - Doda%,';\, Ed., Northeast ~Conference - Reports of = the WOFki
Commjttees, 1973; p. %4.  Montpelier, Vermont: Capital [Clty Pressy
1973. : : : - A

o
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THE DEVELOPMENT OF AN INDIVIDUALIZED HEBREW . LANGUAGE PROGRQM AT -

SUNY-ALBANY - . f o .
. ‘ \\\ . ’ "
~~-Daniel Grossberg ’ , .

‘ SUNY-Alba .
/ ”9\ o v

i

AT STATE UNIVERSITY OF ‘MEW YORK at . Albany (SUNYANW we haye
concentrated our efforts in Hebrew lahguage \educatiop on the
development ofinnovative methods of instruction. \ These innovations

have been well received,and account for our -vibrant program. ’

Hebrew language in the first two semesters (Heb’ lOlA a b 105.8)
is taught through several \correlated modes directed at’ Re various
learning modalities qf -the ‘students. These methods of gresentation
imclude videotapes, audiotapes, workbooke, textbooks, ljlve sessions
and tutorials. The potential for increasing the effe tiveness of

foreign language learning through the effective use of these modes was.

recognized eare/ |\in--our program. A degree of: individualization of
instruction_is‘achieved by the students' ability to concentrate on
that mode of presentation that is most effective for him. We have;
nevertheless, continued to strive to raise this level of
individualization. This. has been dore with the encouragement d&f the
College of Humanities and-Fine Arts of SUNYA. A stated goal of the
pollege appears in. its Prggrams and Priorities for Action 1979' :

)

i To explore ways in which the Chll\ege 's curriculum andd rograms |
~®  pan e expanded or improved to offer more effective and
coherent - learning. experiences for all students, including
those who do not conform o g§e conventiopal prg{ile of the
_undergraduate or greduate student. .

Qur efforts also emerge from- the Oepartment of

r the instruction’ of Hebnew. The commitment 1is dx
départment's "Priorities for Action 1979" and endorded by the College

of Humapities and Fine Arts in its Programs and Priorities for Action

1979

To continue research on “new methods - Qf teaching Hebrew
.through media such as videotape and to revise the multimedia

. elegentary Hebrew program .o .enhance learning; and to .\
‘continue experigents. with ~student internships and with

,../ advanced students*teaching introductory courses. ¢

s < -
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The Judapc® Stj.udies Department received a $250,0M qrant from.,
SUNY-Central/ in 1971 to develop a multimedia approach to teaching
Hebrew under the direction of the late Professor Zvi Abbo. Working
with the Educational Communicatigns "Center at SUNYA, ofessor Abbo
produced a 'seties of 108 half-Hour les3jons on vid tape. These,
together with the textbooks and addiotapes’ for language lab use (also

- _prepared by? Abbo). and, with 1live  sessions scheduled with the
instructor,- formed the material for the elementary seguence in Hebrew
(Heb 10lA and 10IB). The tapes are not merely canned lectures; they.
. innlude response opportunities for the students, graphics, and skits
to demonstrate proper\&gdf terms and phrases.{
.Based on- the principle that language is essentially a medium for
.mcguiring knowledge and undetstanding of a speeific country's culture,
a -primary ~technique employed in “these videotapes is to remove the

‘ students from the artjficial world df the cl‘ass,ogm to the place where
] . the- language 'is_::ézd naturally, in ‘this case Jsrael. This is
atcomplished by "méving” the student into an Israeli environment

’ : througg'the éxperiences of a young American tourist, Dani. In his
. travels, Dani encounters numerous situations typical of Israeli life.
x. and through whiéh the .student becomes acquainted with Israell culture
=~ and mores as well as many ‘phases of Jewish life and tradition. .The
college student readily identifjes with the ‘American tourist,>~whgy
‘begins speaking Heb haltingly, ‘with a strong American accent an
with the typical &§rammatical errors that most learners fall prey to.
-~ In each succes$iv
* proficiency. - - .
o . l ’ .
L - These videotaped lessons are shown four days per week at/three
different times per day. Audiotapes keyed to the lexiedl and
grammatical elements of each unit are available for student listigning
in the language.laboratory or for cqpying and later listening at® the
gtudents' leisure. Mastery tests® have been prepared and. are
. ‘_& administefed _on audiotapes in the|language laboratory following the

»

3

comg¥etion of every three units. | i

? TS §

[}

.o

~~

,'g:ase Ir .

} J 3 . h . . g
The death of Fzrpf/ess%i\:?ip March kﬂs ndered impossible our)
1 d mat

]

plans to have him review vise the ~jal. However, with help
from a grant of $2650 from “he Chancellor's Innovative Fund, we were
able to bring in an_evaluation cansultant, Or. Rami Carmi, then
associated with, Bar-Ilan University. Or. Carmi did his preliminary
work in<the 3uMmer -of ‘1976, and then continued his evaluation and
testing- of révised materials gg the actual instructor of Heb 10lA and,
) - 101B during the fall 1976 sémdster. He proguced a ll8-page report
L} _Anhich has been the/basis of our own revision and improvement of the,
"/.\" 'program since then. 1 = \+. \

} N
[ 4
) f our Tv‘a'r roach/l{l{e the following:

~  The major’ advantagks (

_unit, hbwever,- hoth Dani and the student gain®

Id

L

>
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. preparatio

" the’ stdudents so that -he ®tan respond i

" opportunity available and therefor€ offered, it-Under the col

.. remuneration.

N :
1. The TV format allows our department to ofter several sections
of Hebrew 101A and 101B by replaying the. tapes at different hours. We
thds enable more students to enroll in the courses .and appeal to a
larger student population, since at least one section generally fits :
into the personal schedule of even a non-traditional student (eigs, an
adult, a perspn working at-home, or a person working in business). i

~

DT
S ‘

2. The videotapes also permit us' to expose a maximum number of
students to an excepjdOn gifted teacher. Further, the stangard of
performance ' of the fprefecorded lesson is consistently-high and not
subject to the dajly vicissitudes of a live instructor. '

Yoo

~

> ——
¢
»

To awvoid the pitfall of impersonalization we have tempered the
audio- and videotaped lessons with four half-hour sessions with a
teaching assistant immediately following the TV lessons, and a weekly
one-hour class with the professor. The teaching assistants view the

~videotape with tbe students and then’ answer Qquestions, review,

reinforce, complement and supplement that lesson. The teaching
assistants are enrolled in a seminar with the professor overseeiny the
program; the seminar entails one meeting per week, when the needs for
gof materials and the djrection and supervision of the TAs
are addressed. ‘The,pfofessor responsible for the program also (teaches
the HEB 101A and HEB . 101B dlasses once a week each, getting/ to know
1.;,5 m as ingividuals. This
jiithe teacher in the classroom, N

session provides personal contact witds
thereby mitigating the possible delet’us effects of overexposure to
the hardware and software of the progTram. Liberal office hours are
also- provided. Qur current Hebraist has also made important -~
adjustments in the course material, most notably iri work toward the

development of a handbook on Hebrew grammar geared to the TV lessons.

a

o - . / . . . \\‘
The format of this program has always made experimentation in nev. .
’

modes of teachi =3.,~individualization, variable pacing) a real
possibility. Until Spring Semester 1980, however, the Oepartment
never had the fynds:to do much besides offering several sections of
Heb 10lA and. Heb/ 101B in a semester with a minimum teaching stat't. :In
spring 1980, the Judaic Studies Oepartment affered a 2-credit course?
entitlea "Modern Spoken Hebrew: A. Beginner's Course" unaer Cou¥se \
rubric HUM 220. This course used virtually the same materials as- the v
first ‘nalf of Heb 10l1A. What was different was its off-campus. setting
and the possibility for us to €xperiment with individualizati and
variable pacing, something we could not do on campus because of \.gc
of funds. We arranged with the Educational Communications Cente
SUNYA for the off-campus use; of video equipment, a a communlty

agercy gave us, rent-free, a secure room for holding formal class

for individualized 1instructionh\at times scattered thrdugh the week. §

No adults registered for credit, but we wanted’ this
title

and rubric.* (Twenty-four students did, however, pay a 1 Tg. feg and

attend.) Or. Oaniel Grossberg, assisted by advanced Hefrew btudents,

was responsible for the course, for#ich he received no apditional .
. . 4

\. s . .
—
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Our next step in the development of an individualized Hebrew
language program is a logical sequel to what ™ has already been done.
Specifically, we recognize the need tg-aduress five major concerns:
.7 - , '

1. To reduce '.at?rition.

2. To 'addres's the problems that the tracitionar "lock-step"
approach to foreign® language teaching creates for ‘many
students. \

3. To marshal ana apportion the resources of the University in a
new restructuring of the teaching/learning process.

’ 4. To make the study of Hebrew more apPealing.

. ]
5. To -increase enrollments.

N

]
¢

g
These-concerns apply especially to foreign lénguage departments of
a college, such as SUNYA, in which theYe is no genmeral requirement -for
the study - of foreign languages. Forzign languages -must be mage
attractive. In a small department such as. dy&s we Can assign no more
" than one faculty member to elementary Hebrew language instruction, and

our TV program.t’ T f : oo,
we are not engaged in adapting our present TV format to a further
individualization of instruction of Hebrew. We are establishing a
. hebrew Learning Center for the instruction of Hebrew 10YA ana 101B, to

he staffed by a faculty member -and student " assistants registered in

- Heb 450, "Practicum in Hebrew." The Center. witi "be open for several
hours each day, and~it will be equipped with the audio- and Videotapes
‘that have Been thes raw materials for our courses -until now.

j Textbooks, workbooks, supplementary grammar handbooks, mastery tex§s1
f

N .and recerd-keeping appurtenances will also pe available A sta

we reach largel numbers of Students.in these courses only becausé of -

member. at the Center will provide a personal dimension. ™ He oF she.-

o

will explain difficultgissues, answer questions, help with preparation

and correttion of- wri ten assignments, conduct oral-autal exercises,

\ evaluate students' gruwth, and, record progress. "
L}

>

. - ¥ . .
\ The individualization will\‘pe_qfurther effected by the following

three provisions: ,
. .

\-4 .
1.” ‘Self-pacing: the student will de_tgrmin‘é his/her own rate of

_progress. . s
- :h] N ”~ - I . ‘a ;
2, Mastery-based: . proficiency teste will be administered at the
" completion of d¢fscrete.modules. o EEEPS
‘}. ~ Variable credit: the student. will earn from oﬁe' to ‘ei‘éht
. “credits ¢corresponding to the 8 credits of 10l1A ana” 101B) in
' the course of the two-semester sequence\ LT ‘ A
o - L A .
A - . : . co
. "L) ) ' - b .'\ !
Q ’ : ' - 108 T .

L . <
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The independent guided study aspect of the program and the
_extended hours of the "drop-in" multi-media individualized learning
center will, we hope, enable the Judaic Studies Oepartment to attract
more students to elementary language instruction. Many students are
reluctant to take a traditionmal "lock-step" elementary language class
because 'of an intimidation felt at the prospect of reciting before a
full class. or at the prospect of falling behind the others. The
Center will, we hope, attract these sny learners. The Center will
also encourage more able students to! progress along the language
sequerce at their own accelerated rate. Our new program will also |
appeal-to those students who are unable to enroll in a traditional.
course that calls for attendance at five specific class meetings per

week

-

Our latest step in the indivigualized Hebrew TV prOJect will also
further increase our present savings of faculty lines: the TV
materials allow us to offer multlple sections of Hebrew. (Heb 10lA and
lOlB) each semester, and supervision of all :these sections is regarded
as one course assignment each term for one faculty member. The
resultant FTEL benefits are obvious. ‘

The introduction of any 1nnovat1ve mode of 1nstruct10n entails the
added expense of teacher training, teaching assignments, preparation
of materials and new record keeping procedures. We shall meet these
challenges through ' our aformentioned. Heb, 450 course, "Hebrew
Practicum." The ,Hebrew Practicum students will reglster for: this
course for 4 credits for the semester. This course will entail a
weekly seminar in addition to staffing of the Center. In the weekly
seminar, these students and the Hebrew professor will. study the
language elements in depth wiTl™ prepare teaching strategles and
'materials, and will reyiew beginning Hebrew students' progress and
needs. The practicum “students will gain language proficiency and

- pedagogical skllls while developing material and staffing. the learning
-center, all at' relatively little or ro monetary expense to the

Oepartment.

Our plan for -evaluating the success in terms of  student
.Aachievement, student satisfaction, and support for the cost benefit
“theory will rest heavily on comparison and contrast with our current
economical TV. approach to Hebrew language learning. We shall continue

" to-teach Heb 101A and 101B in the style that we have developed in the’
- past several semestérs. -This will enable us to establish both

"vertical" and “horizontal® comparative studies between Hebrew
instruction in the former semesters and the Hebrew instruction in our .
control grow. The statistics to be evaluated are: registration
figures, attrltlon/retentlon, grades earned, credits offered, . and
average time devoted to earning 4 credits.

The Hébrew Practicum students will provide the director with
additional valuable feedback regarding the program. These advanced
students are privy, for example to reactions and impressions of fellow
students which may not reach the professor directly, but are
nevertheless helpful in the direction of the program. A further means
of monltorlrg the program is by seriously -weighing the evaluations

. 109
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that the students fill out for eagh course they take..' The particular
evaluation instruments to be used will solicit the students' .opinions
of the audiotapes, videotapes, textbooks, practicum students,
professor, and format. These assessments will be part of our constant .
review of the program. The profe§;or teaching the intermediate and
advanced levels of Hebrew will be able. to supply supplementary
evaluative data regarding- the relative strength of the intermediate
and advanced students who have passed through the traditional program
vs. those who have come from our new program. -

.~

Note

'1£uli Time Equivalent - a formula for comparing student
enrollment with faculty assignment.

-~
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e “SE OF VIDEO AND SUGGESTOPEDIC TECHNIQUES 'IN INDIVIDUALIZED

LANGUAGE LEARNING
' -4

_ Lawrence Hall f !
- Howard Univ_ers{ri,ty '

& < “;‘
LY A
, &4
4. .

o

_Introduction - _' .

THE SUGGESTOPEDIC LANGUAGE CLASS AS originated -by' Georgi Lozanov is a

-

"A \o

A2

carefully designmed system which is.not, readily adaptable to current
académic programs, nor easily accessible -to ,atlarge body-of. language
_learners. It~ is a system limitgd to small groups, -and one that’

requires -very exact training

‘for the teacher- and careful control of

time and materials. While the. system as® it now stands is the result
/of years of. experimentation and revision, Lozanov has called for

available.

CUp to now,
- suggestopedic -language class.
medium, however, and since

’ continqing*esearch which employs new technology as it <ecomes

video programming has not. beén ircorporé'ted into the :

Since video ‘has become such a pervasive
new technology which gives us precise

control over the videotape has become available, the question of how
it can be best employed within the framework of suggestopedia arises.
This paper addresses the -feasibility of the adaptation of some

. e

suggestopedic technigues to video'in. order to exploit that medium*in a

more efficient manner. for the

individual learner. .

\‘# }

Due to limitations of time and the nature of this presentation,

only brief mention will be

made of the theoretical considegrations

involved in this project. First, there is the wellzknown notion that
recall is enhanced when thé itemi to be memorized is associated with' a

visual image.2 Second, ‘it i

s believed in the suggestopedic language

approach that recall is enhanced when the language material is’
presented “teo the accompaniment of music.? Third, thers is the

assumption that a state
memorization and recall: in
bring about a state of rel
_ that- perception is increase
" state.’) - .

In the work reported on

pest results came from o

suggestopedic- classes, music is used /to
axation.4 (Mumerous studies have sHown
d when the subjects are in"a relaxed.

of relaxation is essential to :;Zh

r

-

here, an effort was made to bring thes

ne student of Russian who, using a video

%:ments together, using videotape as the central pedagogical medium.

program (minus the sound track) as a cue, was able to recall after one
and one-half hours of work approximately 500 words of text verbatim

with about 96%-98% accuracy. .

A number of other students were able to

recall easily and with % high degree of accuracy German “texts ranging
* from 300 to 400 words after wor‘king for one or two hours. (Th- length

\ ' (‘% .x'.:
1171
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"of the texts was oOetermjned..by the film material itself, which was
sometimes too short.) The following is a description of the process-
.of prepaf}qg and presenting the materials in the form finally
~ determined to be the most gff6ctiveﬂ LTy ’ :

. . d
¢ . Text K . ) T b C )
o The filmsé were ‘chosen -becduse they generally met the-
¥ suggestopedig requirement. that the'  text be »lively, -meaningful, and
. presented as a continuing-story ‘with' recognizable characters..  The

_text is transcrioed verbatim from the sound track of the film and kept
“wi hin,the‘fbrmam_gf a narrow column.; Each line jn the column may
_ - range from one &0 seven words, and /should consist, to the extent
- pgesible, of a recognizable_ﬁrammatiéal unit (e.q., subjest-verb, noun
‘phrase, adverbial phrase)-— Tis column is placed on’ the left side -of

the. page, and an English translation is placed opposite it in ‘the

rignt column., The English translation is covéred by a blark piece of

- . paper whi can be raisgd or lowered as necessary. In the b&ginning, -
. : %ne leafhner must keep the cover raised, but later the taver ‘tends. to
emain down as the material is mastered. (For *individualized

learning, appropriate grammatical explanations should be piaced on the'

facing page so that the learne¥ wnay glance at theq,dUriqg the playing

f ’ of the music or read them later at'p%§ Leisure.) \ .
* v -} . - .
Lo FOE . !

) ‘
g. 7 S
s gestopedic class, music 1is used’ in the. form.of a
~ "concert" wWMh cdonsists of- two parts: (1) an "active" session in
-~ which the text is read 4n a .dramatic fashion to. the accompaniment of
music from the Romantic d@riod; (2). a "passive" session in which the
text is repeated in a normal voice accompanied by music from the
Baroque period. For the first part, of the concert, the text .is read
with varying intonations and pacings. Fbr the second part, the text .
‘is read clearly and distinctly with normal intonatidgn. In both parts, ,
the voice pauses as the music pauses. The two sessions are separated /.
by.a two-minute interval during which the  learner may” wish to yawn or
. stretch to recover from the relaxing effects of the first session.
3 - N o
The first session -should last at least twenty minutes. The
effectiveness of tne concert ‘seems to be diminished if less time .is -
used. The optimum times for the concert seem to be approximately
20-35 minutes for the first part, and 10-15 minutes for the second
part. The tapes are produced on a ster=zophonic tape recorder with two
inputs, one for the music and one for the voice, and are played back
monaurally.8 The .nusic should be heard easily, but should not Se in
conflict with the voice. The voice should be heard cleatly and
distinctly, but neither vQice nor music should overwhelm the other. A

good set of speakers or a high-quality neadset is desirable.
v L :

,
Vg

»
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' Environment and relaxation ' ’ C

H

’
2

-

LN

poséitlle. - An ‘easy chair is preferred, and the area should be
aesthetitally pleasing. \The

nonthregffening ambiarce.
~ essential to tjg- suggestopedi

calm, or psychological relaxation, is
method. Since the relaxing atmosphere
of the true gestopedig® classroom cannot be duplicated for the
lTearher working .ir\dividuguy, set . of guided imagery tapes was
, devised to be Used at the beginning of each work session, [The tapes
last- from five to seven minutes.’ They ‘consist of a compination of-
relaxing sounds and texts that’, have been developed , based on.
feurolinguistic principles. They ¥re very effective. in the rapid

production- of alpha rhythms in.the brain. - % - ) ks
' Presentation of the text \
[} Y ’ .o - . ! . .
\ _ The "Yearning".session lasts” aboutl one hour} About 35-45 minutes ”
* are -takeh up by the concert, and the remain§er of the time in
listen t0 the guided imagery, in reading the {ext rapidly, and -in

- viewing "the. video program fpr the first timq. -
encouraged to glance at -the text as he views t film. _The pause
control can be used when difficult passages require extra“time. ([This
viewing session should not last, however, for,more|than 15-20 minutes.
(the running ,time.for the videotapes is about nine or ten-mindtes).
The learner is asked to seek only _a,summary, knowledge of the contents

’The ‘envirOrmen't should. be as pleasanf: and 4&s cofnﬁontabieq' as. !

booth' or ' room should have a warm, °

The learner %s

of the film; no attempt should be made to memorlize any of the mgtérl“él. ;

: The learner then listens to the concert. He -is asked to ‘make
himself ' comfortable, tc relax, and to read the foreigh' language text

and to refer .to the English translation ¢@s necessary while listening .

to the recorded voice -and music. He is told" that there will be’a

two-minute pause during which he might~want to stretch or walk around ' -

a bit. When the second part of .the concert is ‘prayed, the learner
, shog&;d put away .the'text ano simply relax and listen. . ) R

- N o

©  After the |cor;ce1.‘t. is over, the '.legrner\ should not refer to the, - -
text. Rather, he is told not to think about it until the next day\.-*'e\' ’

If a learner feels the''mecessity to study . the text (and some do, out

-

of force of habit), then he should only read the text briefly for -

perhaps ten minutes or so just prior to falling asleep. The learner
is told that the language material is in fis mind, but that it needs
time to "soak in" or "percolate." Any attempt to study the text
immediately ‘after the concert is considered useless and, in fact, an
unnecessary hirndrande tpa,t can lead to doubt that the material can be

mastered easily.

\
- . . Yy Y
13

Practice A and recall

In the foll,ow;up'session_tr'\é- next day the learner, after his mind
Qas been calmed by guided imagery, . reviews .the .videotape for

\

113
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‘comprehension)y he pauses ano rewinds the tape 'as necessary with- A
search cont 1 devicey? TAfter reviewing the tape for passive
comprehensmn, the learner then repeats the program and assumes
‘active role. This may be done in varlous ways, aepending on the skil
level of the learner and tWe "kinds, of’ equipment available. -Using a
two-channel video recoérder,with a sla ch control dgevice, for example,
* o the learner”’can stop the video prograag\rewmd to the phrage he wishes
to repeat, /turn off the sound, and record his voice\on the second
channel of” the yideo tape having both the prev1ously .heard phrase and
the video as a.cue. Another means of. practlce is to have an-English -
voice sue with pauses on' a separate audio tape that can be coordinated
with the videotapk by using the pause control. A.skilled learner can
] - . even turn’ off the sound, and using the video as a cue, pravide tre
! aialog or narrative himself, pausing the program as necessary.

.
L.

Conclusion .

' -
!

’ There are a- number of broblems remaini with the use of video
materials; = First,, one awaits . the development of su1table video
programs. 10 The Gemman films wevused for example, are ' far teo
repetitive:- we used only abeut one- third of each episode, at
the céntral unifiterrupted skit, to tbeach the matendl Rep itious
exXercises based.on the central sklt were ignored.’ Another neefl is to -

coordinate the visudl image with the ‘'sound of the concert, tha is, to S

alternate the speed of .the video~ program so that it matt,hes the:pacing -

of the mus:,c, pa1t1cular1y during thg tirst part' of -the concert ‘
- Alsb, fhé téxt cowld be written in subtitles so that the viewer cou.ﬂ r

receive the-visual action and’ the-written image smpltaneously (In

process is now technically feasmle but. the costs *in time ang" al y

are consmerable,) : . , . ,

. . ‘ . [ . R Q

A 'general problem for the suggestopedlc metnoc’ ‘is that not
-everyone - respornds to it. . Of the subjects observed during the c se"
of . the/experiments, *mgdst achieved between 70% and 98%~reca&//\t
were, however, a small numbel of subjects who for séme reaso did not
. respond at all. “The imgividual learner knows’ w1th1n~'twer1ty four hours
tow well he respoan to tTe method : .

o For those who_ do .respond thes advantages are consmeraole and the
results are. often astounding. -The learner not only is aole to acquire

in a short time a large vocabuldry with relative ease, "but also is” °
able to -enjoy the visual presentation witheits. nonverbal nuancef. The
rpsycholog%l relaxation resulting frgwm- the concerts and/ guided.
, imagery: seems to- xemove barviers  to speaklng . Students - Have been
ot _ observed to speak guite treely as the ntum ' of the video program
' carries' them along.- The texts becomas gl in the: long—tem memory
" a . (subjects evidenced good recall even a er‘,ven Jfmonths), .not as a
Q sequence that will always-come out verbatim tb;:a.:stimulus /gut rather

as a. set of 1mp11c1t grammatlcal rules and store’ of vocabulary items.

’




‘Washlngton, D.C., in April, 1979.

‘stered Meadset be used or _speakers placed to the left/and rlght of the
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Notes
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lThese comments were made by Lozanov- during‘\a workshop held in

N \
~ \

2see, for example, Allen Paivio, Imagery and Verbal Hmocesses
(New York: Holt, Rinehart and wlnston, 1971). K .

(3

3Georgi Lozanov, _gggestology and Outlines of Suggestbpedia, .
trans. Marjorie Hall-Pozharlieva and Kra551mlga\F@shmakova New York:
Gordon ‘and Breach Science Publishers, 1978). Lozanov' s descrlptlon of
his first successeg.is contained_in Chapter 2. °

" 4EEG testing shows that subjects listening to a suggestopedic
concert typically fall into an alpha state. See also G. Lozanov, P.
Balevsky, * V. Stomonyakov, "The Effect of Study Classes .in the

- Suggestopaedic Method in the _Cerebral Bioelectrical Activity of Course
" Members and Instructors," .Proceedings of the First International 0

Symposium on the Problems,pf Suggestology (Varna, Bulgaria, 1971).

' 5see, for example, wilson Bryan Key, Subliminal Seduction.
(Inglewood Cllffs, New Jersey: Prentice-Halll, I1973). Key points auteet  ®
(p. 27) that in studies of subliminal ‘perception- there is a 'repeated

.emphasis on passive receptivity improving the perception of stimuli..

gests.dfﬂlcate that subliminals often be?ome liminal when the subJect
s relaxed } | ‘ :

|
. 61 fllms were "Martlan in Moscow" (Russian), and the "Guten .
‘Tag" series (German). The films are distributed by Internatlonal Fiim -
Bureau, Chicago, IlllﬂOlS , ‘ e
, -

L%

7The musical selections recommended by Lozanov are llst/d’(ln
Suggestology and Outllnes of $uggestopedla, Pp. 270-271. e

-

\

8Thls s ‘done t av01d any dlChOth llstenlng conﬁi;cts ‘'should a
P

learner.- For an explanatlon of this phenomenon, see Oereen Kimura,
"The Asymmetyy "of the Fuman Bra‘ " Sc1ent1fic American, March 1973, -

70-78

o

earch Control and the Panasonlc Auto
,eftwo such dev1ces currently od’the market.

1 ~m

‘,,9The-- ony RM300 Auto
Search Cont;oller Nv=-A800 .

10Two series produée' by the BHC wHich are likely—td be suitable”
fop~ this methodo;ogy are: . "Zarabanda" (Spanlsh) and "Ensemble"’
(French)- The serles are oistributed by T1me-L1fe Multimedia in the ~

United States ' o
b v , I

i
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SELF-PACED SPANISH AT LANSING COMMUNITY COLLEGE

v -~J -
James M Herdnckson : ' v
Lansing Community College, Michigan . '

¥ N

THE. SPANISH INDIVIDUALIZED PROGRAM (SIP) at Lansing Commupity College r
is a firstwyear colrse. Attrition in elementary Spanish is high, so

it is not economically feasible to offer a classroom track in Spanish

101,- 102, and 103 every temm. The SIP, however, allows students to

enroll in any one of ‘these ceurses in any school term. The program )
.began operating in the fall of 1978. ’

.- 7 Staff-ang-physical favilities

I work in the SIP two houms per sCchool dayWiy ingual aide, a

student. from Venezuela, works ,with me one hour per day and ‘receives

 almost mihimum wages. Together we are able to serve up to 35 stuaents
™. per.tem tht‘out dlfflculty .

The phy51c§l,fac1lltles of .the SIP consist of two classroom’s a
commumcatl@n laboratory, two file cabinets, an overhead proJect01,
and a mov1é . screen. Except for the file cabinets, whi€h contaln1 SIP
maf‘erfals,, yther instructors and stugents also usg these facilities.
“The communl ation lab is primarily a readmg and writing clinic. It -
has twenty earning carrels. equipped with a slide projector and a - -
..:cassette tape\ recorder. It also has a testing\area and eight small

« .gonsultation Dqotks in which instructors tutor sfgidents. At the lab -~
"~ -¢ounter students check out learnlng materials such as writing mooules .
‘and slide/tape - grams to 1mp1;ove‘ their reading skllls. Jhe lab

" houses-all the SIP Materials, ar‘d we test.our students there, Xoo.

- e ) s : - ’ AN
' Enrollment and attrltlon . ‘

3

-

; ' .

&Student‘s enroll “in the SIP for practlcal reagans.’ to enhance
lLthe‘lr caTeer opportunltles, to speak' with their -Spanish- speeklng
frlends, or to wuse Spanish when travelmg abroad. Although the age of
.. the' students‘ (fhree-fourths of whom are women) ranges between 17 and
70 years pld most are high ‘schof1 graduates whose ,LAaverage age 1s 20

, yeats ol

e 4 1 /{

) Across the College and in the SI the largest enrollment is in
fall quarter, and fhe smallest enrcllment’ is in summer quarter. A
.total of 307 students . have enralled in the program from fall 1978
through, fall 1980. Figure 1 shows the enrollment figures in SIP 101,
102, anc- 103. - -

M
-
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. sie 101 S \ .
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20 — T
27 20 : \y ! 75
- ,
.20 37 -, 23 11 !
. ~ SUB TOTAL 186
’r. ' ’
e By .
(AN . Vo B M IS
v e , ”~
. s1p'102 ,
. . 220 =52 .
FALL  WINTER = SPRING  SUMMER  #TOTAL
- -—— _;_ C m— S >
§ w ° 0
7 .15 11 o120 45
5 = 2V 11 s o,
c - T suBTOTAL 86w
Zﬂ ‘ \ ’ ) ‘. T e ' L
Lo, - _ SIP 103 ¢ \ o .
FALL ~ WINTER  SPRING  SUMMER  TOTAL
--- --- Ceem L - n o
| . ’ ]
3 0/ 5. 6 15 !
2 g = g8 2 20
" - - SUB TOTAL * 35

GRAND TOTAL 307

A

*A line (---) irWicates that the\SIP course *
did not exist in-that particular term. The
program began in fall 1978. o
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/ A close examination of the.numbets in1Figure 1 reveals an erratic
ttrition pattern from temm to term. This paftern is erratic ‘because
‘students enroll in and corn’lete dlfferent SYP courses in gifferent
tems during the year. For exagpple, one student may enroll”in SIP101

in the fall, skipe g term, then enroll in 102 1( the spring, and may

never enroll in 10%. Another student may enrol}l in 102 in the, fall,
then take 103 in the following terge A third\student, who studled

Spanish for a year in_hi school may ‘enroll in 103 uring the summer

the - l ury of this
fle 1br;1ty

track at the

ost effective in a cl
.College e because, in

With y however, this luxury is. poss1

adninistfative temms, 1 teach allZthree SIP courses &s a single
class.- 1 hdve found that when stlcefts interrupt oriiscontinue thRair |

stuady of Spanish, it is not because they are dissgkisfied wigh the
rogram; rather, \it is because_ their personal prooIems demand more

*of currictlar"

S

mmediate attentiom.sthan does the, study -of Spanr%h F!d\r example,_"‘
stucents may have a \vely busy work schedul€;, serious famlly‘or héalth

,

problems, or financtial dlfflcultﬁfes.g In short, -the SIP asgommodates
student-clients whose language needs and personal pyoblems vary from
tem to. te,rm A/ ) )

| S
c E

Mate[rials AR Y - a_ ‘.

. . 4Ge "
The. textbook and workbook we?j(é’ ss Espanol a lo vivo  (4th

edrtron'-)', written 'by Hansen and Wilki#s,-and published by John W1ley &

Sons, Inc., 1978. I edited the master tapes that accompany the .text,.

omitting man\y monotonous pattern pnlls and resequencing the content.
_The Instructional Media Department at the- College duplicated .the

" eaited tapes onto ca§sette tapes so that students, .can ’l;awten to them

in -the” Iab or at home. . At the beginning of the, té'i'm students: receive

a list show1ng ‘tape numbers “and contents. ' U
. .

.

I wrote six Lesson Packets for each of the three SIP courses :

Each packet consists of"- s1x parts: :

li\ A GUICE SHtET that lists sp}céflc learning obJectlves along"

wigh suggestea activities for mastering them.
"

2. Three or four SELF- uUIZZES with keyed answers. X
3. ‘mOne to turee INTERVIEW SHEETS for practrcmg conversatlon

©illustrate difficult grammatical concepts or that
cultural readmgs 1n the textbook

4, Varying numbers of SUPPLEMI:NTARY SHtETS that cl rify -and
' nrich the

.

5. A LESSON TEST that measures oral and wr1tten prof1c1ency in
- Spanlsh ‘and knowledge of Hlspanlc culture.

6. An ALTERNATE LESSON TEST “for retestlng students who receive,

loweT than 8U% mastery on the Lesson Test.
s N - L . _

P
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"1 also te an Orlentatlon Packet that explains tne purpose and
Vproeeduref of the SIP, and provides ;Uggestlons on how to stugy a
“foreign Zlanguage. At the beginning’ of .the term, every student

. receives a copy of this Dakat as. well as a course syllabus. r
A our—drawef ile - cabinet’ hol a001t10ndl suppAementary
ateribfs, of which I purchased amo others which I developed.
. The first t wers contain a series of grammar worksheets ana
- “S¥conversation sheets f% each lesson in SIP 10l, 102, and 103. tach
- pgrammar sheet has 5 fil}l-in-the-blank exercises based \h
wgrammatlcal oqgept (e.g., ser vs. estar), with the answers ptg*teo n
' t* " reverse %gde. The conversation sheets, each ‘of which also focuses
' on one aspeck of grammar, consist of 20-25 open-ended peyspnallzed
questions (e.g., ' € hizo usteo este fln ‘ge semana?" - "what dio youw
do ¢his weekena? Students use these -conversation sheets during
sche ed cogversation sessions ano outside of class to . practice
speaking Spanish. C '

-~ - : © ) - . . .
= The fourth drawer contains information sheets that supplement the
"Notas culturales" section of the textbook. All the supplementary
materials in the program are clearly markea dno filed for easy access
during reqular lab fours. At the beginning of the term, all students

receive an updated list of these mdtetlals
S

. a ‘
, . - . '\ .. . -

Procedures ) . y ) o
Each term bégins w1tQ;a one-hour orientation session requiied of
all S1P students. At that“time they receive a copy. -of the Orientation.
Packet,)a ceurse syllabus, a tape list, ano a list of supplemertary .
materials. Then 1 descritce the purpose ,of the SIP and how it
operates, amu I explain “my 1role as .well as the stuoents'
responsibilities. To avoig any m1sunderstandlngs during the temm, 1
tell students exaétly what tney need to oo in theii course, ano how
treir mastery of Spanish ano- knowleoge of Hispanic culture will be
evaluatea. s S ‘ : s

. On -the second oay of class, students begin working througrx'trmg
agtivities in their lesson Packets. I work with most of the students
( 1P ééh) while my student aide works with a smaller yroup (SIP 102
nd 103). During the remainuer of the term, students work thyough
their Lesson Packets at their own pace. <f?

tvery Moncay, I post a aeekly scheaule of SIP activities in our
two classrooms ana in the lav. On Monuays, I teach the lesson
highlights scheduled tor 101 students, on Tuesdays, tne highlignts for
) ~ 1G2, ana on, Weanesdays, the. nlghllghts for 1lu3. On Trwursoays, all
students can practice conversatiom in pairs and small groups, and on
Fridays they can part1c1pate in cultural activities such as song fests
ana film presentatiens. Flgure 2 shows a typical weekly schedule (I
am "Ur. H.," my stugent ‘aice is "Ualica," ana "Tammy" ano "Sr. Lalby" .-

are stucgent volunteers from my 1nte1meolate Spanisnh class) ; '
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' FIGURR 2. -
v A Typlcal Weekly SIP Schedule Qfﬁ ’
| a Se.mcu\& cle. 6-10 de oe‘fubre_l
)\ ' . fx . J O - 1/00 p- M. ' /.— \J\\“ )
' ,L -' S . See your course syllabus for WEEK TWO. ‘ .
. . REQUIRED fpr 101 studdnts. 102 students are invited.® g
.t u . H : _ . .
é N | MEssoe i Far 102 and 103 students. ' , ?
A - : . .
N 3 Dilida -322. This is your opportunity to speak Spanish with a native speaker.
. ‘ - 4 ] :
S . t ) S ‘o r\s . ' ~
l — - , ,_/V— - -
M ]_ozm) S?e your course syllabus for WEH(ED .-
. REy f .

for 102 s 103 students are’).mted .
. Dr. &Aocm 32 y

_MESA DE CONVERSACIMN\ For 101 st:un%its. -
'Iam“y m320\:§ Bruxgyummtervzewstnetsmm‘essmpadcets.
QUESTIONS AND EXAMS

{“H

ﬁ
Poqmm'—s wm-A R P

”

Dilida  1AB~by appointment = !

103 HIGHLIGHTS See your course syllapus forWE:EKm‘ -
. 'D;-‘H e ;,3‘26mm for 103 students. B
8 On{ERSIUDENrSnaypracticeSpaxushmRoan320 ortakeate_st...ormrkinﬂ\elab.
N QJESPIObB AN) EXAMS ‘ ’ =
< o . S
Ve ) K . ¢
T \"IESAS DE CDNVERSACION Fox.‘ 101, 102, and 103 students. b
u Daw?ﬁcmns. Brmgymrmte.rvwsheetsm}gml&sm?&dets.
Sr.' .
9 e QUlas'rIom AND EXAMS
v »D&J.ida : LAB-by appointment
E N Ll ‘ X
. S L : _
V | QULIURA HISPANICA For 101, 102, and 103 students.
- » 1, Fllnstnp *Shopping in Spa.m
_ € Dr. H. @326. 2. Names of stores in Spanish. ; )
IQ"K S 3. tganes of foods. in Spanish. (Bring your appgtite!)
N | QUESTIONS A EXMS : , v : .
€ pdas N\ . , IAB-by appointment -
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AN. studénts must” attena at least %three scheguled sessions per

~ week: a highlight session, a conversation session, :and one other

to take axtesson: Test. his test’ measur

speaking, ading, and writing Skills, .as well as cultural knowledge.
A" stuoens/must rTeceive at l@dst 88 (b-) on a test before beginning a

- (Incomplete) - anu. must take their sixth test the

session such as a COI’]SUl\tat.iOﬂ or Mtestiny session. Except -for a
serious illngss or emergercy, students who fail to attend at least
three :se sions per week "are . withdrawn ,adminis-tratively"'fron.,. the
program. JExperience has shown hat thi$ procedure motivates students
to stuay, practice, learn “progregs,. and to. gdmm;%@gf course 'in
% students some -flexibility or "llme compared

“track stdignts who \must &iv gions per week.
A > L

]ents-'compl'ete a Léssop Packgt, they make akaﬁp‘oint_:menﬁ

new L8s@n Packet. Students whd) \receive less ,than. 8U% ‘mastery
strengthen their weak “arga(s) of ptoficiercy or. knowlegge, then take
the Alternate Lesson ;Test. Either student aide or correct the
tests immegiately if@time permiws, or by the Jext cay. We record
students' teg~sco n a sifple gra®e sheet, and file their tests
and grace shegts™i njla foloer. '

~ [y

/ ,. . .
The grading .proceduie is imple. At _tre end of the tedm, I
average all six test scores of 80% or above. Tne‘,\gradirg, scale is as

- follows: 90-10U = A, 80-8Y <_b. Stucent’s wno complete only 5 out of

) lowing tem or
receivé an F (Failure) in- the course. Stugents who C mplete less- than
5 tests successfully are' administratively withdrawn f,fom their course,
and Teceive an N (No grade/No creait). Students who receive an N
grade may completce their tests during the following term provicveo trey
register ana pay ‘for the course again%ir e 1ules gnd proceoures 4o

6 required -tests successfully (8U% or be’tter; regeive an 1

not apply to students who audit a c Interestingly, oul” recoros

shaw that-only 5% of the auoit students complete’ their 1P course;
trerefore, stuoents who enroll in a S1F co wfor crevit generatly~

are more motivatea to succeeu ano to complete thelr course than are
stugents who audit. :

Students who complete theil coulse successfully receive.S'l yuarter
credits. Trey may transfer tnese credits to most colleyes 'ana
universities in Michjigan. ' : :

<

Program evaluation

- The strenyths of tre 4P incluce the following:

--The Colleye; can afforu to effer Span.ish i01, 1oz, and 103
every term. - .

--witnh tre assistance of a stugent w=ige, oOne instiuctor can

listening compretension, ,

teach three levels of elementary Spanish at nearly the same '
cost as teaching ore level in the classrioom track (orce the

t

SIF has been developeo).
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--Students learn their le sons thoroughly and at’ the1r own . ok
. . N pace M \ .. S . . .
“ C 5 . - 9 ‘\ .
_ «=-Students réceive more personal help than students who' ,
enroll in the classroom Lrack. . RN
A . v f o .
~— --The ™ SIP smpplementa;'ygpnaten.ais are- used” in the eleme*htary / l
classroom track and {D the 1ntermed1ate SQamsh classes.~ : B
) * A v -
- One weakpess of Program is that students need- opbortunltles to

ak Bpanish. I [haye¢” partially -addressed this: need by inviting ,
udents from my. if emfédiate Spanish class to volunteer one hoyr per

week to ‘converse th emall groups of SIP students. . This solution | .-
. . benefits both the ementaq ano 1nterme01ate students _' .
. Ty ‘ ,_'_
= . ‘ Every temm, I refine the SiP -rev1smg some' of t.he 1nstructg.onal - ’}

. ; materials and by experimenting with the weekly scheoﬂle\l;p _make the
.program operate more etficiently. Iurreqtly, I' am- conducting a
research study.to identify characterlstlcs of a good SIP Jearner as
oppaged to those of a pogr SIP' learner. The goal of the study iswto
help students decide’at the beginning of ‘a .term: wr\ether they should
enroll i the self—paced program, or the'.clasgroof track. My
procedures are as hollows: In the f"all term 1980, administered the
'short form of the Modern Language Aptitude Test by Carroll and.-Sapon “#>
(The, Psychological Corporatjon, 19568% to all SIP students. They -alsoa:
completed two questionnaires: one on their preferred learning Styles‘

_and brne on thelr feelings about learning foreign languages. I w
\ gprrelate each student's scores on these three ihstruments with higs!
her final grade gin the corei-se Every temm, I will repeat the

- procedures with students who are new to the program. - L

. Based on my observations of good ar‘d poor learners who_ have
enrolled in the SIP" in the past two years, I would guess that a
pattial profile of & good learner mlght look 1fke this: : A

~has an above-average language aptltude ‘score on the MLAT.,
k -is w1l],1ng to devote more than 10 hours per. week to st.udymg
Spanlsh . .

.*( P AT -

-

,—frequently practieces Spanish outside of' class.
~ {is highly motlvated to learn Spanlsh
—dlscuplmes sel¥ very well.

-has a very p051t1ve self-image. ;|

~

' . -has a very gosi command of Engllsh grammar | . ' |
| -received very good grade$ in any prev1qus forelgn language
- COUISE. : )

—has a spec1f1c reason for studylng Spanlsh espemally if it
relates to the student s career-goals. _ .
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INDIVIDIUALIZING INSTRUCTION IN “A  NON-INDIVIDUALIZED - -CURRICULLM:
SPANISH COMPOSETION -

Theodore V.'Higgs . : ‘ :
New York University - . ‘//

' ‘ , B
Introduction ’ - . _ : .

- "IQDIVIDUALIZED" UNDOUBTEDLY MEANS SOMETHING DIFFERENT to everyone who

uses the word. For the purposes of this paper it will be helpful if
we take as broad a construction. of the teom as possibl For example,
for me it is perfectly possible to individualize in®®ruction while
addressing an entire ‘class o' students Ind1v1duallzation of
instruction means that you, the lnstructor, h e diagnosed a. specific
need on the part of an individual, and that ydqu are devoting your time

- and attention to filling that need. If the®same diagnosis is‘valid

for two students, you can -meet with both of them together to sort
things out. Obviously, then, if an entire ‘class shares a given neer

.and you address it in a. classroom- situation you have not’ ipso facto

abandoned your commltment to individualizing instruction even 1 yoy:
are d01ng exerc1ses on-ser and estar out of a grammar book.

At the same - time, however,, 1f you are worklng with a class on the =

mater1al covering ser and estar in your textbook. only because ‘the
syllabus says that on .or about 3 November you -will teach Chapter Ten
(for the reason that it 1mmed1ately follows Chapter Nine and precedes

Chapter Eleven), even.though you may be involved in exactly the same

activity as just described above, your commitment to individualizing
instruction is non-existemt. In a word, then, individualization of

" instruction is not uniquely definable in terms of a collection -of

particular technigues; if one were to .observe a class, in fact, it
might be impossible to ‘b certain at any given moment whether the

. instructor were individualizing instruction or not. This is merely to

remind us that all gold does not necessarily glitter.

Let us agree that a teacher is 1nd1v1dua1121ng 1nstructlon
whenever he addresses himself directly to a" student or group of

" students who he knows have a particular need, with the desire to- speak

;:to that need and satisfy it. Under this def1n1t10n, individualization
“is synonymous with student-cengered instruction), " and: whether the

=~

immediate audience is one or more than one student need not be an

_issue.

&
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- Student-centered instruction _

The most obvious companion of a need to individualize instruction,
that is, to make instruction student centered, is the heterogeneity of
our classes. At New York University, for example, at the most
elementary level of instruction we find in the same classroom students
who are beginning the study of Spanish, and also students who
converse in Spanish with astonishing tluency ahd cregitable prefisipn
as well. At the intermediate and upper‘levél§*of language course
and also in literature courses I woulg guess, it is commgn to fina
mix of .students, some of whom began their university-level study of
Spanish perhaps only a year pefore, others who have spent a summer Or
more’ living in a Spanish-speaking country, and still others who are
native speakers of SpanisM. ’

Heterogeneity is perhaps at its peak at the intermediate level,
since students bring with them not only their own individuality, but
also - the stamp of earlier instructional ‘experience. In an
intermediate composition class we tind students who have had an

-audio-lingual background mixed in with students having a more

traditional, writing-oriented backgrouhd. The ingiviqualizing
techniques that I am about to describe make it possible to teach your
class to the benefit of all your students. I am happy to say that
these technigues ¥Fe thoroughly tested, and are now in use in at least
four universities.” -
. 2 ®
In simplest terms, I am going to tell you briefly how to g;t up
and use .an objecgive, manageable scoring system- for compositions
. which, 'when combined with a straightforward record-keeping ‘device,
allows you to tell at a glance how well any individual or/aqy entire
class is doing, where gach person's Or Class's problems lie, and what
progress is being made toward clearing up the problem.

The scoring system works as tollows: No corrections as such are
written on the student's paper. As you notice each error, Yyou
ingicate its location and type by a convenient symbol on the paper,
and returﬁ the composition to the student.  He in turn locates each

error and corrects it. When he has corrected all of his errors as -~

well as he can, he makes a clean copy and resubmits the composition to
you. '

' Identifying error types ' o ,;//////

Although students' mistakes in writing are. infinitely variable,
_experience shows that they "fall into a fairly sm 1 number ot classes,

2

d

or "error types." For example, we may not know exactly how our’
stugents will run afoul of some. subjunctive constructions, but we know’

that they will find a‘way. [The scoring system requires that we make a

list of these error types, and assign each one either a fixed or a
‘ variable- point value. Each 'error type is then given a correction
“symbol, which is all the student sees on his paper. For example, "™
can irgicate an error in "mood," ‘and can work as well if a subjunctive

124
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has been us tead of an indicative (*No me dijo si vﬁniera 0 Nno)
or vice vefsa (*Cuando viene tu. hermano yo se lo diré). The only
limitations\ on the cholce “of correction symbols to represent error
types are that they oe easy to understand and remember, and that, they

be unambiguousw- =" - N
. { " . v \

Représentative correction symools

/

Since each correction symbol represents a broadly-defined error
type, care must be taken to make the level of abstraction appropriate
to the level of thé individual student writer. In general, the lower
the.level, the narrower should be the rfange of errors covered by any
given symbol. Advanced students can do with a very broad symbol, such
@6 "Ag," which covers all matters of Agreement. Intermediate students
profit more from a narrower breakdown of this errorgtype such as "Nag"
for -"Noun/adjective  Agreement" and  "Sag" -
Agreement." The] following list shows some additional examples of
error types, ahd their associated ® correction symbols that are
appropriate for dse at the intermediate.level: Y i

ot ¢

. ON Gender of the noun is wrong. S 4 N
_ GP Gender of a pronoun 1is wrong, w1th? respect to ‘its
. . ‘"antecedent. . . iy
il : = e . SO 2 )
V_Q>§§ » A conjugation error, or some other morphological error
assoc1ated with a verb paradigm *piensaba; escribido.
) e - A
' #
« F 4/9A @orph01091cq% error 1nvo&v1ng a - non-verb. E.g.,
' o *cortésamenua, res 0 cuatras muchachass  ® ‘
NE | Nb Existe.. A made-up lexical - 1temi/usually based on
English. E. .g., *la aoorc16n en factdy - .
S/E. '§g£/Estar. Change ‘ser to estar* or- v‘ce versa.

Prim -\ Rretef&te/lmder(ict. Change to the ther one.
- , ' -

G.,JA -

T | - Any teﬁse errar other than "Prim."
R ™ Reflexivewm JIf reflexive, make nop-reflexive, and vice
e versa. v '
M Mode. If subjinctive, make indicafive, and vide versa.’
v * Vocabulary «eStudent has missed /a word he should have
- : known. E.g.; Me Apldio donde yo vivia. s
D, lectlonary error. lefers from "v" in that the student

probably had to look the word up, and made the- WIong
choice out of several  entries. E.g. g *Reggie “tird. su

or "Subject/verb

‘murciélago or Mi jefe es "un .*patin barato. (The

&
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difference between a "V" and a "D" is often a Judgment
call.) ‘
X | FAhy' effof for which a correction symhol hasn't been

stated, provided that the student can ' be reasonably
expected to spot it and make the correction himself. _

Assigning point values to error types

_ Weighted point.values for error types are a good way to let your
students know .where your own priorities lie. Values can be assigned
to errors according to any numbet of criteria, One might take
essentially structural criteria as primary, and assign maximum value
to areas in which negative transfer from English is at Aits most
pernicious. That is, one might weight those areas most different from
English as the most important: subject/verb agreements, matters of
grammatical gender, subjunctive versus indicative mood, eté. On the
other hand, one might take success at communicating an idea as the
prime criterion. As the research of Guntermannt -and Chastain?
shows, the value assigned to any given errtor type would shift
dramatically. :

Point values for error. types should change as the course
progresses. Naturally enough we expect greater precision in an area
that has been worked on if class or during tutoring time. It is even
possible, and entirely reasonable I might add, to assign the same
error type different values for different students in the same class.
This is compatible with the raison d'étre of weighted symbols: not
all® errors are equally important, from either a grammatical or a
communication perspective. It also further individualizes instruction
in that the teacher-student excfianges are even more closely tailored
to each student's own strengths and weaknesses. :

J &

Active correction process

: The scoring system wnder discussion depends for its success on an
mactive correction process," 1in -which students take on the
resporisipility for correcting their own errors once these have been
pointed out. The reasons for preférring an active correction process
over they more traditional practice of having you, the teacher,
laborious correct each mistake are too many to mention in detail.
The most important advantage of an active correction process is that
‘it exposes the student yet another time to the foreign language.
Importantly, when faced with a correction-coded paper, only the
individual  student knows whethér or not any given error was a slip of

. the pen, or whether it represented a true learning problem for him.
If you hand back a corrected paper, the student will check his grade,
probably grumble a bit, mumble "Ch yeah, I guess that's right," and
think no more about it. By involving the student directly im the
revision of his own work-you in effect force him to diagnose his own
status with respect to eacnh error type found in his work. He then

-
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" | muét take the steps necessary to treat his own condition: a resolve
“ ngt to be so careless in- the future, some self study and review, a
. question to be asked at the next class meeting, an appointment with
yau for some syerious(y:reteaching, et cetera. ) -

" M ' | :

% " Recordinge student/class progress
[} : o ‘r ]

N J y «
A 7. As we have J/u‘st seen, the careful use of correction symbols for
" errors in student scripts is itself a technique that taises the level '
. of individualization. The maximum advantage, however, is realized
Mhen student and’class perfomance over time can be visualized. This
_ /E‘;ginvolves a compgehensive yet elementary record-keeping device which is
{7, arrayed in the form of a matrix.. By listing the error type correction
+, 9 symbols vertically and the students' names horizontally we cCreate a
3 amdtrix in.whose cells we can recordrdata for each error ‘type for each
- student. ggch vertical @®lumn will,then show- a Student Performance .
Profile (SPP) for each sample of writing. Each horizontal row will v
show a Class Performance Profile (CPP) for eath error type. ‘ ,
Table I suggests a number Of interesting SPPs.  Reading
vertically, we can tell at a glance that probably Adams and Erdle are .
wasting their 'time in this course, although for very -differept-y * .
reasons. . Cable, in spite of his "D" based on a score of 66%, showg. -
great promise: virtually all of his errors are likely due to6
carelessness or sloth, except for the Prims. You make a mental note *"
to assign him extra work that will require him to exploit the-.
difference between the preterite and the imperfect. Fiske, again in -
spite of his grade, also shows. promise if he can Just discipline
himself to learn irregular verb.forms, and to use his dictionary with

a bit more discretion.

As we lopk horizoptselly at the emerging CPP, we note that no
matter what the syllabus says, or what we had previously planned, the
next class must. be devoted at least .in part to a review of the
preterite and the imperfect. The CPP also shows that students need to
relearn their irregular verbs; probably a verb quiz shoula be
scheduled for the near future. It also looks as though you will have
to design a dictionary exercise--perhaps in the form of a classroom
game--that will show the students how to choose among multiple
translations of a single lexical entry. Do we also conclude from the
CPP of Table I that our students miracugously understand the usage of
the subjunctive? Alas, the most probable explanation for the lack of
tallies across the "M" row is that the assigned topic simply did not
lend itself to the kind of thoughts best expressed in-the subjunctive.

-~

Correcting and organizing SPPs

Each matrix of error type versus student names contains. an
enormous amount of information, but evén.so it is limited. In-a
sense, it is 1like looking at a photograph of an experience. A
different perspective is available if we see a movie, however. °TO
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Table 1. Sample Matrix
¢ By woon T
i B 3 § B ® s
Sag 3 ” 4 3
vag 3 | sr 17 r | 7 ¢
"GN 3| 44y . | , [ .5
r 3 ?" 1 7/ =,
b J . el e R R -
| m:‘ 3.:. ./ tf . cC
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1,2
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_
' + .
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off -7 -19 | =34 -9 -0 -b7
Grade ¥ n_ b A_ A F
Rewrite
~ - i’
,9!‘



131

N

make a continuing record of a student's progress, all that is
necessary is to keep a matrix that summarizes his performance on each
writing task in terms of the total from each cell in the whole-class
matrix. See, e.g., Table II. Such a matrix lets y know where
progress 1is being made, where problems still exist, apd where extra
attention to each student is indicated. SPPs are impgrtant not only
to you as a grading aid, but also to the individual stfdent as a study
guide. Each student should be aware 'of his SPP all times, and
should be given a copy of his SPP, or some other{ statement of his
progress, before-each major evaluation, e.g., the pidterm and final
examination. By lpoking at a statement of his owh performance the
student can make the most of his available study time\ His motivation
is improved by knowing that what he is studying is ‘exactly what he
should be studying, and there is no psychological trauma over trying
to .out-guess his instructor -about what will or-will not be on the
final. He knows where his own shortcomings 1lie, and thus can get
maximum mileage out of his study effort.

Table II11 shows an abbreviated Class Performance Profile. CPPs
are not as transparently informative as are SPPs, because they can be
skewed by a single student's performance. Nevertheless, they do
reveal class trends if they are interpreted carefully. For this

reason, CPPs are perhaps most valuable in assessing the status of the
“  class on each writing exercise (the "total" column in Table I). It is
possible to see immediately “if the totals for any error type are
fairly evenly distributed across the whole class, or are due to a
single student who 1is writing considerably below the level of bhis
classmates. . .

”

_ Recapping the cycle of student/instructor activities

At the beginning of the course the instructor distributes to the
students a list of the correction symbols that will be used, with
examples of each. tudents keep this sheet throughout the course,
referring to it where necessary. As soon as the class population
stabilizes, the instructor puts the matrix of correction symbols and
students' names on a ditto .and makes copies enough for all of the

. compositions his students will write. i

There are a number of steps involved in the production of a final
version of each composition topic. The student first writes a
composition on the assigned topic. He hands it in to the instructor,

~ who reads througn it, writing in correction symbols. as he goes. These
*are usually written in the left margin, although the instructor may
also underline  or circle the actual error. Correction symbols for
discrete errors in a single line are separated by commas. Multiple
errors that coincide.in one form are separated by a hyphen. For
example: *El me dijo que salgara sus llaves en el cajon ('He told me
that he left his keys in the drawer') gets a "V!" for vocabulary, an
"M» for the wrong mode, and an "F!" for an incorrect verb form. Thus,
in this case, the left margin would have "V!-M-F!" as a single entry,

and the scoring would reflect three errors, not one.
S
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", Taple 1l. Abbreviated Student Performance Pxgfiles (sPP)
. — N . - ‘ \‘v‘ ’ .
ui*l \ . .
g .
s 28§y 5
8 5 ® & 8 8 &
4] - n 1] —
Sag 2 1 °2 1 1 Sag 1 O
Neg by 5 2 3 3 Nag 1 8l
- . b
~~ 6N 3 4 3 3 3 GN 0 D
F 2 3 3 1 2 _F 1 1,
NE 6 1 5 6 6 NE 2
Pprim 6 1 S5 6 6 Prim L4 |8
o™ M {'

Table 111. Ab@"viated Class Performance Profules ?%PP?

. ’
13
-
-

TN r,x\,;
s

9.
: s F 8§ 2
g » ®" & 8
1] - 1]

-t -t (]
(=] -t H‘ - -}
. Sag. 3 2° 2 1 1
, Nag 6 6 2 3 2
- GN s 4 3 4 3
F 3 5 4 2 2
N NE _6 2 0 0 O

: v Prim 19 4 17 1 12 .
o
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As \you "correct" and scdre each paper, you record the scoring in
the cells of the master matrix. In a typical composition 6f about 300
words, recording the errors in the matrix adds' about two minutes or
less to the task. But the time you have saved by not writing in
corrections is more than accounted for, and you ie-out ahead overall

—-by. @ considerable margin. . In- adgition, you ‘have valuable to ..

sfow for your time: the columns of .your completed matrix show you
inmediately each individual's problems, while the rows reveal shared .
difficulties. The latter guide your class lesson planning, the former .

. ald the students in focusing their attention on real problems.

The scored compositions are returned to the students whose next

step is to carrect the errors that you have indicated with correction -

symbols. At the beginning of the next class the students hand in both
their rewrites and their original (scored) compositions. There is a
place on the master matrix tg indicate that a student has gompleted
the jrewrite. " You might want to put some corrections on theInewrite,‘
thodgh "it should be lamgely correct. The original and the rewrite are
then retyrned to the students for their own use.

It is important to have students rewrite the whole composition,
rather than Jjust correct the original..,, First, the student in
preparing for an examination can review’ hf; originals and see if he
can recognize what his mistakes were. He checks himself against the
rewrite. Second, the complete rewrite obliges the student to pass
through the material as a whole a second time, thereby doubling his
exposure to the language. Finally, when the course ends each student
has a significant number of well-wx¥itten compositions from Wwhich he

can study with confidence, knowing that what he has written is correct.
s k]

Conclusions _ _ .

I have presented, albeit in skeletal form, a system for
*individualizing instruction in an intemmediate Spanish composition
class, even when the -curricular model and methodology in use are not
overtly individualized. TMe system is extremely concrete and not at
all hypothetical. It has been in active use now for five years, and
continues to acquire new practitioners. The system has a number of
advantages, the pnnclpal ones being the following: i

1. Scoring is ob,jectw{) quantified. Matters of .grammatical
accuracy are kept-separate elements of style or content thereby

‘/acllitating a more sensitive grading system.

2. » Research performed by John Lalande at Penn State Un1ver51ty
suggests th@t-students' motivation, far from being lessened by having
every writing error indicated (whether points are deducted or not), is
improved. Lalande's research clearly suggests -that students rise to
the challenge to write accurately.

3. Instructors who become familiar with the system save a great
amount of ‘time in their scoring and grading tasks

131
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4. Diagnostic needs are served as well as other evaluation needs.

5. The measures work as well 1A classes for Spdnish speakers as
\in classes for English, speakers.

.. 6. A data base is provided for immediate use in course planning,
syllabus construction and materials design. '

7. ‘Record keeping is reduced to an .orderly system which allows

one to mpte_immediately the current status as well as the progress

over time of any individual student.
s

’ <
. 8. Cfaég-as-a~whole records can also be kept easily, and the

status of ah entire-class at any time or across time is easy to

* determine.

3

9. The same system that is used throughout the course 'is also
used on tne important examinations. Students-are not surprised by the
introduction of a fiew format or of new scoring criteria on an exam.

. 10. Each individual, through the active correction process, is
obliged to recognize and deal with his own mistakes. He can see which
of them are momentary lapses, and which are truly learning proolems.

11. SSPs allow students to take maximum advantage of their
available study time; they concentrate on what they know to be their
own areas of difficulty.

, - : s

12. SPPs and CPPs allow instructors to take maximum advantage of
their time. No effort is wasted preparing materials or fAiscussions
that are not needed by any, particular .student or class. More
importantly, no valuable class time is.wasted teaching material that
does not represent a proolem for a significant number of students.

These last twa points represent the essence of individualizatiom: -
all the techniques and activities of the system have their heginning
and end in concrete needs as defined uniquely for and by individual
 students. Each student in effect designs his owh program of study,
‘ ‘while the instructor, by spending class time on shared, class-level
needs and time with individuals on their own particular needs,
provides truly individualized, student-centered instruction.

v
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_‘MEETIMB INDIVIDUAL CAREER-RELATED NEEDS IN HAWAI}: A TOURISM-ORIENTED
JAPANESE LANGUAGE CURRICULWM . |

Kyoko Hijirida : .
University of Hawaii i
A J ' i
F)
o [ o
Background ' -

'SINCE THE 1960's THE LANGUAGE requirgment at educational institutions »
has been seriously questioned. Nationally, the 1970's were a period
of hardship for the foreign language profession. At the same time, a
tremendous effort was being made:by teachers to make foreign language
more relevant for students and more accountable to the public by
developing new curricula and new: courses. Chief among these egfforts
was an effort to explore foreign language programs for special areas.
Language teachimg for special purposes such as business and commerce,
civil service, 1law, and travel a tourism was proposed and
implemented in various institutions. ‘fhe growing involvement of' tre
United States in international business!{has stressed the importance of
foreign languages. The report_ of the President's Commission on
Foreign Language and International Studies urged that special
attention be paid to this “%rea _stating that the United States was far
behind other "countries v'bfeducing businessmen and -women who are:
fluent in foreign language$. (The report stated, for example, that
there were 10,000 English-speaking Japanese business representatives
working “in the U.S. but fewer than 900 Americans in Japan, only a

_handful of whom spoke Japanese.) -

The Univegsity of Hawaii| has ‘a continuing commitment to the
bicultural development of Japanese culture and language, as well as of
other languages. Approximately one third of the state's population is
of Japanese ancestry; consequently, a large portion of tre

 University's students is of Japanese descent. Furthermore, tourists
from Japan serve as a major source of revenue, and tourism is Hawaii's
leading inoustry. Thus, meeting the Japanese language needs of . the
tourist industry is especially important in Hawaii. _

‘ g

. At the Manoa campus of the University, approximately 1,200
students enroll. in. the Japanese language program each semester. While
many of these students undertake the study of Ja se to fulfill
college requirements, an increasiogly large portion "‘udents enroll ,
in Japanese language courses as an aid in their e careers or
current occupation. , e . ' ’ N

with the aid of. a University of Hawaii President's Curriculum
Improvement grapt, I ve developed a tourism-oriented Japanese
cultural and larguagé-cqﬁiculum during the past three years. I based

g
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thds eftort on research 1 conducted in the community. The survey, -~

\

"Assessment Of Community Needs for Japaness Language Education in
Hawaii," focused on four groups: local businessmen, pupils at private
Japanese s$0maQls, their -parents, ‘wnd high school stugents. The
results of the survey showed that:

1. An overwnelming majority--85%--ot the businessmen 1nvolve0 in
_tourism -indicated they serwed Japanese-speaking€customers
"all of the time." ,

2. While youny people said parental pressure was their primary’

motivation for enrolling in private Japanese schools, "their
second reason was "to prepare for future employment."

3. Parents stated their main impjéus tor urging theireehiluren
- to undertake Japanese progfams was "to understand and
appreciate Japanese cultugre." Their second reason, echoing

the students, was the desi¥e’ for career advancement. .

4. The high school stugents' reasons for Japanese language study,

incluged ancestral heritage and future career interests as
well as satisfying the college foreign language requirement.

My findings ingicated a need in the state for career-oriented
programs combined with Japanese language education. These survey
results paralleled the tingings of a survey of University of hawail
students in 1976, which showed that one of the most compelling reasons
for a-majority of students to stuuy the Japanese language was the
expectation of employment in the tourist industry. Japanese language
teachers, too, are increasingly cognizant of the fact that a number of
Students in Hawaii study Japanese because the language has practical
vocational value, in addition to ethnic and academic justification.
According to statistics compileg{by the Hawaii Department of Planning
ara Economic Development, for ample, the aforementioned tourism has
shown an impressive growth rate in recent decades. Japanese citizens
comprise a significant percentage of a visitors to Hawaii. (Inh
1979, Hawaii hosted a total of 580,00 tourists.) Inadeed, while the
nunber of visitors from the U.S. mainland has geclinea *n recent
months, the number of tourists fiom Japan has significantly increased.

.

g

Curriculum development

. A tourism-oriented curriculum needed to De formulatea to help
students develop proticiency- inYthe primary communication skills of
comprehension, speaking, and cultural understanding, and to meet the
needs of those who Tequire Japanese conversational ability in
preparation ftor employment in tourism-oriented businesses.. The course
was to be tailored specifically to help college students planning to
work in tourist-oriented businesses develop effective communication
skills and interact more empathetically with those they' serve by
increasing their understanding and knowledge - of the Japanese culture
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and language. Upon \completion of the gourse, the students would be
expected to demonstrate speaking proficiency by being able to carry on
limited conversations in wgrking situations, show an increase in
knowledge of Japanese grmzv\ar and sentence structure, and have

developed cultural skills, showing increased empathy for and .- -
understanding of the _ Japanese people and their Dehavioral ‘
-Pcharacteristics. ' A

In developing the curriculum, the immediate obstacle to be
overcome was the lack of a suitable textbook. None of the available
textbooks were appropriate for this specialized classroom use After
surveying businessmen, working people and others, 1 d ve loped
Practical Japanese for the Tourism Industry and additional |
Tostructional ‘materlals, 1ncluding tapes, to be wused in  a
tourism-oriented Japanese conversation course. ¢

-

Three components for-teathing;learn;ng ~

» N ! A\

Wwhile the creation of gnstructional materials was a significant
endeavor, attention alsp had to be focused on how to conduct the
classes in order to maximize inoividual participation. The. awareness
of individual student needs recallt the following remarks by Papalia

and Zampogna: ) :

The effective teacher may ‘iddividualize instruction in an

inflexible lockstep- s#®ting by grouping students on the basis
of ability for some activities and on the basis of interest

for other activities. If longer seguences are desired, the

language cturriculum shoujghibe aoapted to the individual

needs, interests, goals, modes of learning of each

student .1 .

4

Consequently, the idea af individualizing instruction in a
non-individualized curriculum was explored and modified to include a
variety of learning activities' and grouwpings, such as one-to-one,
< small grouwp, and large group settings according to the purpose and
type of activities. ' :

In foreign language learning, students, teachers, and
-instructional media can be thought K of as co-agents. Positive
.attitudes by students toward ipstructional media (e.g., textbooks,
workbooks, and language labs)6Te dependent on how well the teacher
coordinates all learning actiVities in relation to the objectives of
each learning phase. The centrgl role ‘in the classroom will be shared
by the teacher, students, . instructional media. The division of
labor (i.e., Who-does what task?) in temms of learning should be also
“considered. E o

-

The roles of the teacher, students, and media in. terms of the
responsibilities and interaction can be~shown in the diagram in Figure
1. A clear understanding- of the d:‘%sion of lavor among the three

_ tomponents can provide a_ guioe for study to .the students at the
beginning of the semester.Z g ~
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.~ FIGURE 1. S P

]

Responsibilitiés and Interaction of Teacher, Stddeqts and Media
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_outside class <
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Teacher Instructional )
Media | &

Preparation
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Five phases of the learping process ~

The process of language learning can be viewed as a series of
phases that need to. be; explored. Teaching strategies, learning
activities, and eduecational media will be described in line with each
of the teaching-learning phases. The teaching-learning phases are
divided into - five parts: presentation, explanation, drild,

application, and evaluation. Figure 2  shows a schematic
representation of the . five phases ~of the - learning process and.

illustrates the main learning activity for each of the phases.

.

FIGURE 2.

Learning Process, Groupings, and Learrii;ng Activities

PRESENTATION —» EXPLANATION —> DRILL —> APPLICATION —> EVALUATION

large grouwp large group - sone-to-one mangmUp one-to-one
introduction® °~ - & - lang. lab role-simula-" , interview
of - h ~tion skits
new lesson one-to-one o . *’ &
" (programmed, workbook) . interviews large group
, _ ‘ oo with tourists
“discussion . : Ay quizzes

d

L .

Types and purposes of the learning activities

1. One-to-one activity:

a) Students are individually .« assigned to work -on. certain

gfamaf:ical:?-'points such as noun modification sentence
patterds in the programmed workbook. = -

T r

——

the next class. . :

2. Small grow activity: _
¢ P N
‘a) At the end-of each lesson, students are rdivided into groups
of two or three and work on skit presentations or perfomm
simulated role playing in an assigned work situation. Sample
role-playing skits are shown in the Appendix. After each
group presentation, a aiscussion by the entire class is
conducted. ) _ )

b) Students are divided based on irterests into four topic

areas: airports, hotels, restaurants, and. souvenir shops.:
. & -

N

o\

b) . Students attend the language lab and respond to the questj,grxs"?“l
asked on the tape based on the conversation they have heard. ..
They complete an answer-sheet and submit it to the teacher in’
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. For a grow fﬂrc':ject',v they conduct surveys of language and
culture in their area of interest. They also meet Japanese
. visitors and people working in the tourism industry, and make

oral reports to the class. .
A §

‘3. Large growp activilty

‘a) , General introduction of nev)’v"'lessons and discussion about
" cultural aspects are conducted with the class as a whole. '

N . , o ]
- b) Rz;%v exercises, worksheets and quizzes on vocabulary and
septenc

e structures are also conaucted with the class as a
whole. o e R

-Sunmay'

Results during the two years the tourism-oriented curriculum has
been offered indicate that the Japanese cultural and language
curriculum for tourism-oriented students satisfies student ' needs.
Students in this Japanese program are highly motivated, since they can
apply what they have studied to their work. It is evident that
comprehensive practical training in leagping the Japanese language not
only is sought by students, but i esired by private industry.
Course material could be exparz;/d in the future to include additional
areas such as informatjon bégths, transportation, and sightseeing
situations. with the development>of additional material, it would be
feasible to exteng the couyse matgrial to two, semesters, thus making
the language trafning more mpre nsive.
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APPENDIX:

Situation:

Situation:

- Situation:

Situation:

v
&

Situation: ’

Situation:

Situation:

Situation:

Situation:
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Samples of role-playing situatidns for skits
. . < %

As a hotel front desk clerk, help ‘a guest who has just
arrived and wants to register. The guest has made a
reservation (Lesson 3, Hotel-related).

As a front desk clerk, help a couple who has not made a
reservation. Ask their preference abaut type of room,
location of room, cost of room, etc. (Lesson 3,
Hotel-related).

(2 péople) Conversation between a bsales clerk and a
customer. Directions: Use greetings, counters, prices,
trying on, persuasion, etc. (Lesson 5, Store-related).

(2 people) A customer inquires about Hawaiian Plumeria
perfume and French Chanel No. 5. The clerk explains the -
features of each (Lesson 5, Store-related). '

(2 people) A customer asks about the Hawaii state Sales
tax. ‘The clerk explains that the state adds 4 percent

‘to the price of all merchandise as a tax and this money

goes to the state for various purposes (Lesson 5,
Store-related) » :

(3 people) A Japaneée couple comes to a restaurant
without a reservation. Since restaurant reservations
are not normally made in Japan, the problem for the host

bles that are

will have to wait, even though there a
, Restaurant-

not beirg used at the time (Lesson
related). ‘

- or hostess is how tg explain to the qouple that they
ng t?

(3 people) A honeymooning couple from Japan wants to -
try some ‘of the tropical drinks that are .popular in
Hawaii, but they don't know what to order. As a waiter
or waitress, explain to them the contents and taste of
several drinks such as Blue Hawaii ana Mai .Tai (Lesson

2y
T

4, Restaurant-related). :

* (2 people) As an operator, handle a guest's;request for

a wake=up.call . (Lesson 3, Hotel-related).

(2 people) You receive a letter from a friend in Japan
telling you that he is coming to Honolulu for a two-week °
vacation. .After he arrives, you call your friend on the
phone and ask about his schedule. Then you offer to
take your friend around Oahu and to the University of
Hawaii campus for sightseeing (Lesson 2, Airport-
‘related). :

14g
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- Notes

lanthony Papalia and ‘Joseph Zampogna,” "An Experiment in
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2Muneo Yoshikawa, "Toward  :Integrat ion in Language

Teaching-Learning," . Yhe Hawaii Language Teacher,- v. X, n. 1
(December, 1967), pp. 39-41. , 7
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2. '

PROGRAMMATEC INDIVIDUALIZATION IN FOREIGN LANGUAGES: A PROPOSAL FOR
THE SMALLER COLLEGE: v

Wolf Hollerbach ’ ’4 ;
University of Alaska, Fairbanks -

LIKE NUMEROUS OTHER INSTITUTIONS ACROSS the nation, the University of

Alaska, Fairbanks--the. only *campus in the state system offering
degrees in foreign languagesl--witnessed, at the beginning of the
seventies, = decreasing enrollments in foreign languages. The
University responded, --like most other institutions, with staff
cutbacks. Soon, however, the untenable discrepancy between the
ambitions of the gast and the limitations of the present had become

. mpre than obvious.

The solution, adopted five years ago after careful deliberation,
is an academically challenging" program with an essentially dialectic
nature.: Learning the language, and about the language, is considered
the heart of the discipline: it strongly predominates. Out -of eight
courses regularly offered per language per year, Seven are exclusively
or primarily language courses. At the same time the heavy emphasis on

-language igesystematically complemented by (a) the incorporation, into

the program itself, of non-departmental support coutrses and (b) the
careful selection and orchestration of learning materials according to
the critieria of speech sample authenticity: and literary-cultural

“value. The underlying - program philosophy can be described . as

concentration-plus-expansion.

Instead of specialized degrees in French, German and Spanish, for
example, only one degree--a B.A. in Foreign Language--is of fered, with
two languages required. Similarly the rumber of courses in each
language is limited to the very core. On the other hand, the total
number of credits required for a major is, paradoxically, considerably
higher than for the usual foreign language degree. In abstract
tems, the fundamental principle of . program structure is the rather
complex equjlibrium between rigidity and flexibility, requirements.and
choices. - This balance erates on four levels -or introduces four
different types of what 'could be called “programmatic!--as distinct
from the normally discussed "methodological"--individualization, or
individualized learning (as distinct from individualized teaching).
The success of such a model rests on the balance not only between the
"must's" and the "may's" on each level, but also between -any given’
level and all the others. The degree and ‘nature of program
irndividualization can best be described in terms.of the relationships

 between what is imposed and what 1is tional.

N
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- Level one

individualization is that of

The ..very first level of program
i t tne foreign language

language choice itself. The restric
student is confronted with are (a) tpfat\ he must study two languages,
and (b) that the pool he.can choosed from contains not more than four
languages:” French, German and 3$p ish /are possible .first or second
language choices, and Russian ¢, be taken as a second language.
The first language requires 24 ‘fredits, the second, 13 credits, above
the 10-credit elementary yCOATSes.: within those , confines, any
combination  is possible to/ accomodate the particular needs and
prrrerences of the individydl student.. Most adnere to traditional
patterns combining, for~"eéxample, French and German, German and
Russian, Spaniiy and frencn. .But there is nothing to prevent a
_student from taking, let's say, Spanish as his first language and as
his second, Russian. Many ‘'of our students have quite firmly decided

which language(s) they want' to learn before they declare a major.

The department has /resisted the temptation, and occasional
pressures from ’administpétors, to reduce the number of languages
~offered, out of the conviction thats student enrollment in the
.- remaining ones would noﬂ increase. On the contrary, ‘the language pool
_should be widenéd by the inclusion of Japanese, currently a two-year

program, as a second language. (A recently concluded student exchange
program with a Japanege university is an important step toward making -
this a reality.) otner possibility is. to make more and better
‘self-instructional lgnguage “programs availaple. At this moment, tne
department is - drawing up plans to ~convert the traditional
teaching-oriented -lJab 1into a learning-oriented multi-media foreign
language center with cassette players-recorders, filmstrip-cassette -
player units, a videotape viewer, a computer terminal and foreign
magazine display and reading area. Tnese new facilities could help to
enlarge the pooﬁ%@f available second languages. For example, Latin or
Chinese could thus be added, languages in which the department has
already been offering occasional coursesvin the recent past.

/

Level two ./

The Second level of program individualization provides the
_ student, once his language choice is made, with the basic alternative
oetween a /liberal arts option and a career-oriented option.

¢nhoice angd the individual flexipility it implie 71t should
be pointed out, affect th itative aspects, i.e., credit
requireme qualitative aspeéct, i.e., course composition, of
e -language training itself. The language curricula, as the core of
the major program, remain the same. what this choice affects is
.tather/ (a) .the whole area of background-related requirements, which
represents the third level of individualization, and (b) the
objectives and learning materials of four individual study courses,
which repesent the fourth individualization level.




‘"Unity in the Arts" -arid -202 "Unity in the Sciences",”as well as a
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Level three

. On the third level of individualizati%n,' the equilibrium between
the rigidity of program requirements andg the flexibility of the
student's choices Can be conceptualized in ~of the relationships
between discipline-related and background-related requirements. The
requirements relating to the firs{{ and second language- are rigidly
fixed. The program does not ontain .mutually competing or.
substitutable courses,~ and each semester o‘ﬁly‘ one basic course is
of fered per level: e elementary (I in the fall, II in the spring), -
one intermediate (I and @I, respectively), and for the upper division
one advanced language (fall _semester) or one fourth-year
literature/civilization class.(spring semester).

The background requirements, on the other hand, offer the student
considerable flexibility. Certain®courses or disciplines that are
considered particularly useful for- the foreign language student, or
supportive of the foreign language field of study, are built into the
foreign language program. - Under both the liberal arts and the-career

option, for -example, the introductory course in linguistics (3

credits) is required. Beyond that, the career option makes no further-
specific requirements: the stugent is free to. form a completely
individualized package of courses as long as two minimum conditions
are met. One is quantitative: a minimum of 21 credits must be. -
earned; the other is qualitative: the package must fomm a whole, tre
coherence, .relevance and - career application of which can be
demonstrated to the satisfaction of the advisor. = Relevant fields
which open up attractive careers include, for example, business
administration, social work, nursing, justice, journalism, education,
as well as law, engineering, and potentially all the natural or social
sciences. For a given individual, a very unusual combination between.-
foreign languge and a career-preparatory course of study may make.
sense. ' S

~ The liberal arts .option, on the other hand, implies a more
structured framework, yet does Tot .eliminate the possibility of
irdividual chpice. Half of “the ‘background requirements, i.e., 12
credits, repressnt specific courses considered by t partmert to e
essential to the support of a broad<baség” major. /° (In dgdition tow.
Linguistics 101, three courses..in ‘a highly structured Humanities
program are " required, nhamely the two introductory classes, hup. 201

b ]

H

fourth-year course called "Dimensions of Literature.") Another” six
credits ‘must be, taken in  literature courses other than thbse
pertaini ‘to the student's 'major. The .justification -for - this:
requirement is twofold: it broadens the student's perception of the

- variety of metho#s -in literary analysis and of standards of

evaluation, and.it helps to -fill the historiecal space arpund the
national literature represented by his major field. Lastly, the

" liberal arts option requi"res the student to take two major-supportive

courses in history, history -of art, geography, or philosophpy.

It wOu‘ld' be erronecus to view the: Dac'kground-reléted requirements

‘#s nothing more than a stopgap measure, a reaction to staff cutbacks

“
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and. the elimimation of specialized courses. The ‘background

requirements represent a deliberate attempt to end. the "battle for
bodies" which poisons the atmosphere in many smaller institutions, to
benefit from .our colleagues' expertise, and on a more philosophical.
level, to put into practice the conviction, so often conjured yet so
often betrayed in academe, that the liberal arts are indeed integrated
ano interdependent. . ' ' '

Level four

The fourth level of programpatic individualizatiori is that of. the
coke program structure itself.{ Out of the twelve courses listed in
the catalog for each of thethree principal -languages, foup are

‘individual-study classes. TheSe courses are special-skill oriented.

They are regularly scheduled and fully built into the program. On the

2

second-year level, for example, €ach spring semester there is "288:°

Reading Fremch (or German or Spanish or Russian)." Besides developing
the reading skill itself and introducing the interested ' student to
modern - literary texts, this course .usually helps him to make
considerable progress in his speaking ability since he must give oral
reports in the target language: - On the third-year level, "“387:
Semantics and Vocabulary Expansion" is offered every ‘other fall. Its

objective is threefold: (a) to develop the student's understanaging of -

basic semantic ana lexicological concepts and techniques of analysis;
(b) to furnish him; the practical. tools of systematic vocabulary

acquisition; and (c) to make him learn between 800 and 1100 new’

words. “Alternatipng with 387:.is "487: . Translation of French (or
German or Spanish) Texts" which is offered also in the fall semester.
It is designed to (a) have the student practice his language skills on
a variety of wore or -less advanced texts translating from tne target
language into English and vice-versa; (b) lead him beyond grammar- into

stylistics; anad (c) introduce hif to a special skill -that could open -

up a professional career._ Both the vocabulary expansion "ang the
translation courses represent undoubtedly two of “the most neglected,
yet extremely important areas in foreign language pedagogy. The.,
fourth indivigual-stuay course, "488: Senior Project," is offered for
graduating seniors "As bLemana Warrants." It stands out from the other
three courses because it' is less a course than a comprehensive exam
extended over the entire semester. The student 1is expectea to
demonstrate, on a topic chosen by him and approved by the department,

what ‘he can do with his principal language or both his languages. In |

its general thrust similar to a thesis course, the senior project is
not, however, limited to expanded term papers. The range of potential
topics is kept wide open.

Unlike many ad hoc independent study classes, these courses not
only have precise objectives but also follow a clearly definable
instructional format which includes a weekly conference with tre
instructor and specific assignments.  Their most salient feature is
obviously the high degree of individualization in the learning process
with respect to the materials to be studied and to some extent with
respect to the methods and approaches to be applied.

[ 5%
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The course syllabus theoretically varies with every student.?
In its concrete form it ‘results from the interplay between the

student's needs, wishes and degree of proficiency on the one hand, and

the instructor's experience and perception of academic standards or

program needs on the other. The latter assures curricular stability, -

continuity .and comparability as well as.a certain minimum breadth of
learning: students are generally discouraged from pursuing only one
line of interest. 1In the reading or the translation course, for
example, the instructor will insist that the student, instead of
working on one preferred type of text (for example, legal documents,
ballads, or journal articles on political events), broaden his
proficiency by tackling at least three different kinds of texts.

Similarly, the person” enrolled in the semantics and vocabulary-

expansion course will not be permitted to concentrate entirely on one
lexical area (e.g., "the terminology of architecture" or "adjectives"
or "Gemman loanwords in Russian") or on only one method of expansion
.(e.g., the word-family approach). The fundamental objective of the

program is" to acthieve an academically and pragmatically convincing

balance between breadth and depth in knowledge, skill and experience.

’Prggramnatic individualization: A summary

As a summary of the preceding discussion, it can’ be said that the

* three most important .assumptions underlying .this ‘particular program',

model are as follows: (1) An assumption about language, namely that "’

language is .man's most versatile tool: . the program does not lead,

like a -funnel, inevitably or even predominantly to the literary
schalar's erudition, the translator's' craft, the tourist's ease -of

speaking, or the grammarian's precisipn of- aescriptiop. - It leads to

none of these in particular, but may lead to all, ‘and many more. (2)
An assumption about teaching priorities, namely that cutbacks in:the
teaching of language as such are suicidal: emphasizing culture or
literary content (literature in translation) ‘can increase student
interest and, momentarily perhaps, numbers. But when achieved at the
-expense of language instruction, .it may very well, ~in the long run,
kill rather than cure. (3) An assumption about learning objectives,
namely that the variety qf potential uses of the tool "language"

corresponds to, and ultimately satisfies, the variety of individual

learning objectives: a program that teaches language both in aepth
and in width, amd that sets stringent requirements yet -~ allows
considerable individual choice, does not necessarily appeal to those
_ who just want to "pick up" a language. Such a program can attract and

retain, stimulate and challenge those who are serious about learning
another tongue: the future doctor or lawyer, the businessmamy:or
journalist, the scientist or musician, the teacher or diplomat, “the
seekers of careers or of -the self, the freshman student, the active
professional or the interested senior citizen. ' ‘

'y
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Problem areas

If at a small college only one or two positions are available for
each language, a limited but ambitious program runs the risk of
intellectual inbreeding. The hirinyg- of various, and varying,
part-time instructors can be a remedy provided that there are enougn
full-time faculty to ensure stability angd continuity, and provided
that enough part-time faculty with the necessary qualifications can be
found. Another option may be to establish a rotating visiting
professorship in addition to the - regular staft, or to find a native
speaker assistant through an exchange program such as the one promoted
by the- Institute of International Education in New York: If
absolutely no funds can be obtained tor these, a Jjudicious hiring
policy must be aohered to. The objective of hiring ought to be to

tind and retain professionally versatile faculty who can provide -

instruction in more than one foreign language. The rather widespread
need for versatility in the protession is evident to anyone who reaas
.through the MLA job lists. Yet in. a milieu which favors narIow
" specialization, ana for many small ‘universities which cannot offer. the
prestige or the pay of the Ivy League, this need is not easily met.

Another serious problem is routine: in a "situation that is
characterized” by relatively high teaching loaos = (Your course
preparations anc an average of 12 to 14 credits per semester), a
limited total number of courses, and the absence of gesearch—oriented
specialized classes (which among other purposes serve the taculty by
providing outlets for, special interests), routine is a real danger.
Routine without simultaneous professional development - anad pProgress
smothers the professor's and his students' enthusiasmycalid -eventually
the program. Routine can .be somewhat alleviated - pf reqaent
change of topics, apprgﬁthes, ano/or materials that 15°%pd *of the
philosophy of programmatic individualization.® But ultimately -the
answer lies undoubtedly in’.the general quality ano attitude of tre
faculty. . ' ' ' e

Aovising, too, is critical.- Jhe foreign™ language faculty must be
willing to give treely of their time and to "individualize" their
advising in order to make programmatic inuiviogualization work. This
is particularly true when guiding career-option students through their
choices. It is gooa practice to encourage these majors to- have a
second advisor, a taculty memuer in the” otrer fiela. Generally
_ speaking, close coogperation with other departments and colleagues is a
- great asset, but it cannot always te taken for granteo. Without some
form of cooperation, the concept of backgrounu requirements or of
. sharing expertise will not succeeo as well as theoretically it can.

Finally, it should be mentioned that the high number of Ccreaits.
required under this program may scare mole stugents away than the
quality of the deyree attracts. The catalog must make clear, for
example, that most background-related creoits are applicable to
general degree requirements, too. In addition,. a special advanced
“placement bonus credit policy may be auopted to encourage and reward

students who continue, at the college level, previous toreign language

stuules.
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Conclusion

: A program model such as has here been discussed is not.an easy,
quick-fix sodution. It will not turn a difficult situation around

~ overnight. It demands from administrators patience, and from faculty

and students, serious commitment. But given patience, commitment and
hard work, it will deliver, within. the framework of multiple
f limitations, what it promises: to the university a curriculum that,
intellectually challengi and academically sound, assumes its Tole
and responsibilitys 3* heart of the Liberal Arts; and to the
student a good, s® asis for developing mastery in the use of a key
that opens a thousar® doors--another language.

.
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Notes ¢ S _—

l}ne university of -Alaska, Fairbanks is the oldest unit in the
statewide system. It is a predominantly residential campus with
approximately 3000 full-time students. It is strongly . orienteag
towards research in ~the natural sciences. The Department. of
Linguistics ana:Foreign Languages has curtently 5 full-time positions
and is part of the College of Arts and Sciences with about 100
full-time faculty. Since <971 there have been no undergraduate and
few graduate foreign language requirements. o

2In 1974 when the -present program was uUnuer giscussion, the
catalog listed 36 courses for French, including some ;on the graduate
~level. ‘In 1975, staffing hao been reaucea by more than 40% from the
1971 level, to the present 1 full-time position per language/
aiscipline. . ‘ S . -

) oo ‘ P o

3First language: 24 creoits'UEybndﬁtne first year, plus secona
.language: 13 credits.oeyond the first year for a total of 37 credits
. excluding (or 57 including) beginning classes; plus 24 in background
requirements for a grand total of"él creaits {or &l, respectively).

4The Russian program is a three-year program; it is also part of
a Russian Studies curriculum.
B :

5In practice, working in small ‘groups of two or three students
is encouraged whenever it promises good results, especially in the
translation class. Alsu, in the  semantics coulse, a group-taught
introduction to theory usually precedes” the inolvidualized learning
phase. .most inoividual-study courses flave between 3 and 6 stugents.

6varying topics are explicitly announced - in the catalog for
"432:  Studies. in French, (or German oI Spanish) Literature ana
Civilization." o : : -

7The explanation of the policy in the cepartmental brochure:
(1979) reags as follows: Mupcn .successful completion (Grade C or
hignefr) of the course in which he/she wds placea, the student will
recei%e credits for that course ang, in aguition, for the two
immegiately preceding prerequisite courses, if anyy unless he has
received university credit for these alreaay. A native speaker may
not receive credit for 101 anc 102."

N
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INITIAL IMPLEMENTATION OF INDIVIDUALIZED INSTRUG-TION AT GALLAUIIT

 COLLEGE

catrerire W. EIngold
Gdllaudet College
) _

e . . - rd .
- ) , -

. 2 . y
BEFORE DISCWSSING.. THE « PROCESS BY 'which Gallauget initiated .
individualized instruction in Fremch, some background information on
the college is in order.  Gallaudet is a four-year liberal 'arts
college located i Washington, D.C., with approximately 1100
undergraduate students. The liberal arts focus of the instjtution has
been somewhat modified by the addition of a number of pre-p¥ofessional
programs, but the commitment to the liberal arts. remains strong and is
reflected in strong distribufion requirements in the humanities,

'social sciences, and pure sciences. Two years of a foreign language

are ‘required of all students at Gallaudet, although it is "'not
improbable that the requirement will be reaguged- or eliminated for
pre-professional students within the next few years.: By far the most
unusual characteristic of Gallaudet, however, is-its student body:

. over 95% of its undergraduates are hearing impaired, and a very large

proportion of them are profoundly deaf from birth. All classes are
conducted using the Simultaneous Method -of Communication, - which
involves the use of speech, American S.lgn Languagq sencepts, ard
fingerspelling B

As a result of the unique bharacteristics .of our studené body,
foreign . language teaching at Gallaudet exhibits .some -~ distinct
features. The cycle of required courses’ focuses® on reading and
writing skills. Since very few students: are proviced with
foreign language instruction at the secondary level,. almost " all

" stydents initiate their foreign language stydy at Ga'llauaet. Most of

the exceptions to this pattern are from “Canada or other foreigo
countries or have become deaf relatively recen ly. o

Another consequence of Gallaudet's uniqueness ds that the foreign”
language departments do not encourage students te major in foreign
languages, feeling that the inability of most stidents ‘to acquire
fluency in four skill areas puts them at.- top great a disadvantage in
the job market and largely prevents them from pursuing gracduate
training in the field. On the other- hana, the 'Romance Languages
department has received a grant from the Fung for the Improvement- of
Post-Secondary Education for the purpose of developing majors 4in .
International Studies which would incorporate a strong foreigﬁ.
language component. < ' v ‘ :

The'. departmerft of Romance Languages began consideration . of~
irnividualized 1nstruction for many of the same reasons that ledd
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other institutions in this dlrpctlon The first was the enormous

range of ablllty levels encountered in the classroom. This problem is

accentuated at Gallaudet by the varying levels of English language

skills which our students possess. Another problem was the difficulty

of finding appropriate texts for" classroom use, given the strong

aural-oral focus of mogt currently-available texts. A third problem

-was the fact that, since the forzign language requirement generally

occupies two full years, and since we have not found it practical to

" offer courses out of normal seguence (e g.,. first-semester French

\\\\“\ during second semester), the “student who  for some reason failed to

complete a semester on schedule sometimes found himself unable to

3 Juate an time, or urdable to continue with™ foreign lanquage work

without.- a 'year's hiatus. A fourth problem, which other colleges

probably also -face, is that of the visually handicapped student -or

mobility-handicapped student who. cannot function well within the
confines of a standard classroom situation.

The ﬁ%fst problem which the department addressed directly was that
of appropriate textbooks. After extensive review of existing

materials, we faced the necessity of "simply" writing our own. The

task turned out to be formidable and enormously time-consuming. A4~
colleague and I worked on the text full time during an entire summer

and in our spare time for two semesters. The resulting first-year

text is a four volume text-workhook, constructed on principles which

made it lend itself two years later to individualized “instruction.

The textbook is written in language geared for the non-native masterv

of English typical of our students, and its doals in terms of

vocabulary and grammatlcal complex1ty are comparatively modest. FEach

new grammatical concept is.explained u51ng approaches which seem to

work with our students; . the explanation is immediately followed by

extensive written exegcises in increasing order of difficulty,

beginning with simple fill-ins and ending with translation of complete.
sentences or paragraphs from English 1into .French. fnswers to

exercises are provided for 'all except the final level of difficulty,

which is chécked in class by the instructor in the regular classroom.

In the individualized instruction sections, students have the answers

to all exercises available. " fach unit provides two self-tests, one on

vocabulary and one comprehensive one on all new material in the unit.

After using this textbook for several years, we recognize many
areas of insufficiency. The.exercises could be much more.imaginative,
for example, and some modification in the order of introduction of
certain structures is desirable. We have also readlized that through
the use of highly-structured presentation and sufficient drill, we can
aim much higher than we previously thought in terms of both quantlty
and complexity of material. Grosso. modo, the material works. Tt has
also effected a substantial reduction 1In the frustration level of our
students .

In Spanish, a similar textbook development project is underway and
will soon be completed for first-year Spanish. Initially, one of the
-Spanish instructors developed a workbook patterned after the French ,
. text-workbook to accompany an existing Spanish text. After usinn the

~
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workbook for two years, he decided th revamp .his workbook to develop a
self-contained text-workbock more nearly parallel to the French text.

With the major issue of appropriate teaching. materials nearly, if
imperfectly, resolved, the department confronted the other problems
facing us: difference in student ability levels, and therefore in
time. needed to complete the program; inflexibility of our course
sequencing; and, §he problems of the,multiply-handicapped student. The
time seemed right'ﬁo experiment with individualized. instruction. The

decision was made® to allocate one of seven sections of first year

French to the individualized approach. My course load was reduced
from four courses to three oduring ‘the first semester  of
implementation. Tentatively, we assessed the appropriate
teacher-student ratio to be the same as the regular classroom, which
proved to be accurate. The individualized section enrollment was
limited initially to 15, with the possibility cof allowing students to
transfer from one instructional mode to another when deemed
appropriate by the instructors involved. Y

One of the first proplems facing the introduction of a new

instructional mode was screening of students. At pre-registration,

which occurs at Gallaudet near the end of the previous semester, all

students enrolling in French 101 were given an informafion sheet on

the method and possible pitfalls, with particular atteéhtioh” to the

. issue of procrastination. A number of students admitted that they

probably would have a problem with the approach and elected other

'sections,._buf a sufficient number seemed interested, even excited,

about the concept to-fill the one section easily.

The issue of sUppl%ﬁentary materials required for the program was
less complicated than it might have been because of the text already
in use. I developed & checklist of required activities for the entire
year, breaking down each chapter into appropriate segments. We opted
for two Quizzes. per chapter: plus three hourly “tests--not notably
different -from the regular classroom scheoule--and instituted a

minimum level of mastery_of 80% accuracy before students could proceed

to the next test. A file of three versions of each quiz and test was

‘developed. Stugents received immediate feedback on their quizzes by

having the instructor correct them on the spot, but were not allowed
to keep the quizzes. Retakes were not limited, but a penalty factor
was instituted for more than two retakes. In fact, it was very rare
for a student to require morg than one retake, perhaps because of the
self-tests available in the text.

% Other materials distributed to students included a gereral
iAformation. sheet outlining the ground rules, and a copy of the
detailed syllabus for the regular classroom sections which permitted
students to monitor their profjress. I kept my own checklist for each
student, including a file of all quizzes ano tests completed. Answers
to exercises not included in the text were mace available either in
the classroom or in the library testing room. The testing room,
available to any departgent on campus, was a substantial help in

~ expanding the hours during which students could correct their terminal

v
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g exercises, although they: were not able to get instructor assistance
aguring®*these times. ' '

One very real concern ‘at the outset of the proygram was that of how
much access time 4§, ®ingle instructor’ woul®~ need to provice to
accommodate’ 15 students. Initially, three hours per week of classroom
access time were suppismented by an additional threé hours per week of
instructor ofrice hours during which students in the individualized
program were given priority. This.provea to be sutticient. In the
course of the first semester, the number ot students. in the program
increased from 15 to 22 due to (transfers from other sections. on the
- ommendation of instructors. While there were occasional mild
backups with students waiting to have Quizzes -corrected, these were’
relatively rare. Some other anticipatea problems related to teacher
time simply gia not materialize. For example, we never encountered .
the situafion ot having to teach a complete lesson to a number of

' different students at-gifferent times, for, by ana large, the text we_;/)’ﬁ
‘ are using is genuinely self-instructional. " - :

In summarizing the initial approach to inaividualizatibn of
foreign, language instruction at Gallaudet, it must be recognized that
we have been quite conservative. No accommodation has been made, at
this Jjurcture,  to genuine self-pacing: students may complete the

.course in less than the nommally alotted time, but may not take more.
* In practical terms, this means that a stugent who does not complete
" .the semester's work will fail unless there are extenuating
o circumstances Jjustifying a grade of Incomplete (such a grade would
have to be made up the tollowing semester). -A student who completes
six ot the eight units with an "A" average, however, may receive a
passing frade (I have occasionally given a bright b‘lazy ‘student t
option of taking 'a "D" or an Incomplete, witfM¥mixed results).\
Departmental resistance to making it possible for a student to work
more_slowly than normal, doing twO Semesters in three, for example, is's
based On the obseevation tnat a neea to uo so is generally the result
- of behavioral rather than cognitive deficiencies, and the recognition
that the option of exteruing the wolk would encourage many stugents to
do so whp woulg otherwise complete the course in 4ood OrIder. ‘In a
word, ' the department has perceived no real neea for extension of ‘tige
1imits which cannot be adequately hangled by 'the occasional and
judicious granting ot an Incomplete.

Gallaudet is now in its secono year of ingividualizatioh of French
101-102. The proyram has been expanded to offer two sections in the
ingivigualized instructional mode, and thus to accommodate 30-40
, students, or some 20-z6% of our enrollment in the course. 1ln general,

demands on .intructor time appear to be roughly comparable to those
experiencea in the stanogard classroom approach. In one instance -in
which a stuuent completed both semesters in oOne, however, we felt
obligea to permit the student to continue with the second-year program
in the individualized mode. Using the most structureg. materials we
could fino, but which were not totally compatible with our first-year
materials, an enormous investment ot instructor time was necessary {o
aliow the student to continue. It would appear that the possession oOr
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development of appropriate materials prior to their being needed is
crucial to avoid placing excessive demands on instructors. This
experience also made clear the need to provide individualization of
the second year of the program as well, but the effort is being slowed
by the fact that a second-year textbook has not yet been written for
Gallaudet students. , )

An important part of program evaluation is the student success
rate. With stil¥ too little data accumulated to warrant drawing fim
conclusions, it can be said that those students who completed the
course did so with a much higher level of mastery than those in the
reqular classroom; that is, average final grades. were much hlgher for
students in the individualized section. This result virtually imposes
itself due to the 80% minimum competency requirement. It is difficult
to compare the attrition and failure rates for the two modes  of
instruction, because the department has not kept records of the @%r
of withdrawals from the regular classroom. Certainly procrastinatlon
was the single largegt problem with the program and was the only
reason for failure. The’ tendency toward procrastination was countered
with moderate effectiveness by periodic issuance of firmly-worded
notes from the instructor, copies of which also went to the students'

academic advisers. Another approach which might help is some
requ1rement that students attend on certaln days, or on a certain day
each week. ;

L4
oER

One of the most pleasant and immediately observe%le benefits of
the program was the changed attitude of the students. While those in
the regular classroom often approach quizzes with dread 'and a certain
hostility, the attitude of 'students in the I.I. program'is both, more

- relaxed and. more positive.- Successful completion of a quiz or test is
seen as a personal achievement for which the student feels able to
take primary c¥edit. This approach. offers great promise in the areas .
of student attitude towards learning, student autonomy and personal
responsibility, d4nd selfwesteem. This is particularly valuable at
Gallaudet since many young deaf people are overprotected both by
parents»and educators afid are thus pushed into patterns of dependent

behavior.

) For the atypical student, individualization of instruction.offers
a valuable option. I might, c1te as an example a student with cerebral
palsy who had -difficulty fdllowlng the classroom activities and ‘could
not complete ‘tests and quizzes within the time 1imitations. She
became frustrated and depressed-“and would probably have failed the
‘course, had ste not switched to the individualized section: she then
completed the coutse on schedule, with a hard-won B. Both for the
gifted student boréd by classroom repetition, ‘and for the slower™
student embarrassed by his 1na0115;y to perform before his peers, the,
method seems to work well. For the outgoing student who relishes
classroom -activity and interacton with peers, however, it is less
appropriate. It has proved a boon to the department and to a number
of students by enabling them to complete the first-year course out of
sequence withodt needipg a tutorial: - such students simply attena
whatever. 1n01v1duallzed course is in progress at the time; wlth the
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materials already developed, it is no burden on the instructor to
incorporate these students into the class. . . -

In the next tew years, Gallaudet's foreign language departments
expect to continue to, expand the individualized component of our
programs. First year Spanish should be available by the fall of 1981;
second-year French and Spanish will be adged as soon as practicable.
Methods must be developed to incorporate the use of visual media 1nto
the individualized program to enhance the cultural component. The
development of an optional four-skills approach, jyhowever, tor the
benetit of the approximately 2(% of our students who could profit trom
apr opriate aural-oral instruction, will probably not wuse I.I.
«methodology. The reason tor this is simple: our students cannot: give
one another accurate feedback on their oral skills. We may well move

to augment the use of computer-assisted instruction in foreign -

languages: our Russian courses are already usiny computers, but their
enrollment is comparatively small ana the computer system at Gallaudet
is presently overtaxed. (lt is worth noting that the English language
program at Gallaudet, which uses many. elements of ESL instruction,

makes extensive use of individualized instruction and computer-aiced

instruction.)

As an option, ingivicualized'instruction in toreign languages at

Gallaudet has proved to be of consicerable value to the oepartment as -

well as to the stucents. I would like to 1gcommend it as a possible

approach to those of you who may encounter deaf students- in your own -

institutions. Gallaudet would be more -than happy to provide further
information on foileign language teaching to deaf students to any
college or taculty member wishing our assistance. -
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INDIVIDUALIZED INSTRUCTION IN ARABIC AND ITALIAN LAT 0410 NORTHERN
UNIVERSITY

Dwight D. Khoury

Ohio Northern University

] ! .

A PERUSAL OF THE TABLE of contents of‘ the Proceedings of the First
National Conference on Individualized Instruction in Foreign Languages

i -quickly reveals that a chronic problem remains, with foreign language
faculty at small, ,relatively isolated - institutions: =~ we are
consistently frustrated in our attempts to offer any foreign language:
beyond - the "bi three," French, German- and Spanish. with the
exception of" 't.vao, inst.itutions offering Latin, and specialized
.organizations like tlhe Department ‘of - State’ and the Defense Language

. Institute, all conferehce repom;s in. that volume were related either

to large universiths that jave "the resources -to offer less.frequently

, taught languages,' or to ®maller colleges that offer individualized
. instruction” in "main lihg" lahguages. . It.ds doubtful that the smaller
' colléges limit. theft 1ndividualized programs- to French, German, and

‘ Spanish simply because they lack erest 'in other. languages- rather
" . it is very" likely because they must -‘utilize .the expertise and
~1nterest$*of personnel “already on the staf*f/

_Ad ttedly., 'indimdualized 1nstruct‘ion has evolved in order to
1mpro truction 'and to- affer stydents alternative patterns of
learning, and does” p,ot/ have -as 1ts p imary goal increasing student

© access o “the stud&| of % "efotic" languages. “Nevertheless, even in
.- small‘schools\like io Northern we “do have- student  intergst--albeit
maddest-~in }ome of the less . fréquently kaught-danguages; yet we are
e 'hdrd pressed to do anyth:thg abput it.. These days we gené’rally may not
S :;t‘?tain the Optioﬂ of ~adding faculty to offer. standard courses to

« Humbe

.

Students, regardles$” of theis enthusiasm. The ‘small
oo T oo ’aqdents involved alkso -precludes the- use of part-time
{,} facu\lty, ved' if we could find them locally. ' Jhis dilemma is well
| v knqwm to -all in the prof‘e§51on, and. one Ammediately recognizes the
P dreafy- pattetn of fr| ;&ration: as&wef téll ;students we cannot prov1de
. what théy want or,need.’ -, . . c
,1 I 4 e N,
At "ohio Norbherrv we have recently inltiatéd a self-instructional
ormat whicgaallows" us to, off‘ep courses in some of the less frequently

‘ taugh lang iges:. The me.thod is not’ new, .Bbut perhaps as the problems
Py ;‘ we “encounteréd are exposed &:ssible solutions may germinate in a
~¥ @ a1 -group 'such ‘as this. In 1978, ‘entire student body of 2,600 at Ohio

Northern was ;su?i/eyed to dé terpine. *the levél of 1nterest in taking
B _1nstru ion courses _ ,-"unusual" - foTteign languages. The
PR response was considerably more ‘etnthusms ic than expected, especially

for ,Russian and Arabic After a oropria e discussion, the Department

“Jo0
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TBF Foreign Languages decided to offer these two languages in the fall
of 1979. The University Committee on Educational Policy* agreed to
fund the courses for two quarters on an experimental basis.

In format the courses are only partially individualized. Students

work on their own with- printed and taped materials, and meet two

separate hours per week, as a group, with a native-speaking tutor.
puring these sessions students practice and drill on materials they
have alyeady mastered from the tapes. The course is self-pacéd only
with respect to each student's application, not to the ‘rate of
coverage of the material. Financlal considerations did not permit

... -to-one sessions with the tutor, nor unlimited s}udent access to

the tutor. ¥

We, immediately ran_into trouble when we attempted to locate a
native-speaking tutor -for-Russian. Neither Hardin County, with some
25,000 population, nor Allen. County, with. over 100,000, produced a
single individual who could or would serve as' tutor. (We were not
seeking a person with a degree in Russian, only a literate native
speaker.) We probably could have found someone in Toledo or Columbus,
but did not have the funds for extra time and mileage costs.. So the
Russian courses were postponed until this fall. (1980), when agaip we
had.to cancel for lack of a tutor. The Arablic courses were arranged
more easily because there were some twenty Arahic-speaking students on

~.

campus, several of whom were willing to serve as tutor. ~

~

The Department was taken 5; surprise when we began to teceive
student inquiries about Italian. Italian had not even been considered
because the survey had not indicated any student interest. Here again
the searcﬁ for a tutor almost failed, but we finally ‘located a
professor of geology at a nzighboring institution who was willing to
do the tutoring as a labor of love, The ‘resultant course
registrations were twelve in Italian and-five in Arabic. Since we
needed a minimum of three registrations per language, the Department
decided to go ahead. '

one of the five Arabic students withdrew soon after the first
courseé began, leaving four, a tonlerable size for Arill sesgions.
However, the Italian students, now only eight of the original "twelve,
nad to be split into two groups of four each. The high initial
withdrawal vate was disconcerting, especially since detailed
descriptive handouts had heen given to prospective students. They had
also taken the Modern Language Aptitude Test, and had had a private
interview with the director. Every effort, including at times
outright discouragement, was made in order to paint a -realistic
picture of what this pafticular instructional method entailed.

In the initial phasé of the program, two quarters each of 1Italian
and Arabic were given for a total in each language .of eiaght quarter
cradits. The Arabic texts used were: Cadora, Phonology and Script of

Arabic,! and Abboud et al., Elementary Modern Standard Arabic.?
The Cadora book was covered in the first guarter, and in the second
guarter students completed ‘8$ix chapters of the Abboud text. For
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Italian we used Speroni and Golino, Basic Italian,? of which ‘nine.
lessons were completed each quarter. Students took weeRly quizzes to
déterming; whether they controlled easily- the grammatica&l structures.
At the end of each quarter an outside examiner visited the campus and
spent 30-45 winutes with each student in order to evaluate performance
and assign final course grades. (The examiners in both Arabic arg®
Italian -.are faculty members at The Onhio State University -in
Columbus.) All studemts received either A's or B's, except for one
student in Italian who received two C's.

On the basis of final grades it would seem that the exﬂeriment was
"successful. However, we were unable to’ deal with,a significant
deficiency, namely, the lack of a cultural component in the course. -
: In the present coufses our methodology, unfortunately,

concentrated on listening comprehension; and speakir. The -only
cultural elements in tHe Italian course were *the reading .selections
after every fourth lesson, while the Arabic texts contained no
specifig. sections on the topic. Moreover, it was virtually impossible
to schedule regular non-drill sessions for tutor and students where
cultural context might be discussed; even if it had been possible, we
have no taculty members in the appropriate fields to be responsible
for "quality control" in what essentially is a rather unstructured

activity. Faculty in colleges of arts and sciences cannot afford to -

lose sight of the rationale behind a policy of requiring a foreign
» language for graduation, i.e., that more than the skill aspects of our
professional endeavor appeal to the humanistic sensitivities of our
colleagués in other departments. Periodically, as the gquestion of
graduation reGQuirements reaches the floor of faculty meetings, we must
explain carefully how we systematically include content as well as
skill areas in  the basic COurses. If  students elect
self-instpyctional courses to fulfill the graduation requirement, we
must provide no less for them than for those who elect the regular

courses.

Fortunately, some of the indivigualizég—instruction programs
alreagy in place include a cultural component that goes beyond what. is
contaimed in the basic textbooks, e.g., the "souna/slide" series in
Spanish used at the University of California-Davis. Such materials
can serve as models which in turn can be modified and/or expanded to
accompany -the language portions of existing programs. Or, > the case
of languages like Arabic, which as we taught it. had n¢ cultural
component, a content module can be developed either to accompany the
grammatical sequencing of the textbook, or to be used ingepengently.

-
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Notes

‘ lrrederic J. cadora, Phonology and Script of Arabic (Columbus,
io: The Ohio State universlty, 1974).

2Peter F. Abboud, et al., Elementary Modern Standard Arabic,
rev. ed. (Ann Arbor: Univ. of Michigan, Dept. of Near Eastern

_Studies, 1975), I.

3charles Speroni and Carlo L. Golino, Basic Italian, 4th ed.
(New York: Holt, Rinehart and Winston, 1977).
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SELF-PACED LATIN AT BERKELEY

Robert C. Knapp
University of California - Berkeley

L

SELF-PACED LATIN IS A relative newcomer to Berkeley. Qur program was
conceived as our departmental Committee on the Teaching of Latin
searched for new and better ways to interest students in learning
Latin. 1In 1974 self-paced language instruction at Berkeley was in its
infancy: only K. Mgeller in the German department had developed a
fully integrated program in a beginning language. Other departments
were on the verge of establishing programs, notably in Spanish and
Italian. We in Classics talked with Mueller and after much discussion
of 'pros' and 'cons' decided to give the self-pacgd method a try in
Latin--little knowing, I might add, how long a road lay ahead.

First we tried to develop a philosophy of self-paced teaching in
Latin. We looked at the experience of others who had implemented
courses and saw that there seemed to be 'a common ‘and pervasive
problem: student procrastination in completing the course work.
There seemed two directions in which;we could go to solve this® problem
in the self-pacing approach: we cotid have followed the precedent of
our colleagues in other departments and made strict (and progressively
stricter) deadlines, thereby inhibiting the 'self-pacing' itself; or
we could have put our confidence in the ability of mature students to
discipline - themselves and = complete the work . contracted' for.
Ultimately we decided that 'self-paced' should be taken at its meaning
in the broadest sense, and we set out to congtruct a self-paced Latin
program as flexible and truly'ﬁself-paced' as .possible.

Uur goal as we began was simple: to interest more people in
Latin. At Berkeley we offered a variety of ways to learn Latin: we
hoped, nonetheless, by makirg available an auto-tutorial program, to
reach out to those who-found the regular offerings too boring, too
1/‘rigld too accelerated, too traditional, or too inconvenient for their
schedules. Qur targeted group was, therefore, those mature students
who wanted to learn Latin but who found the familiar classroom

. situation. unsatlsfactory -dp

‘ v As you can well imagine all of this phllosophical agonizing took-
some time. It was not until the summer of 1975 that I, with the aid
of a.University of California Instructional Improvement Grant, began
to work with Robert Rodgers on materials for the course. That summer
produced the first, dittoed, version of the Guide to Self-Paced Latin
which, in its final form, some of you have already had an opportunity

r to examine. We tried the Guide out during 1975-76 and then I revised
it in the summer of 1976 and a gain in the summer of 1977. The final
version, with key, was ready only in 1978. We have used that version

3
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with little change sirce.

In corcept our plan is simple. we have written a supplementary
book to accompany Wheelock's basic Latin text, Latin: An Introductory
Coyrse. The decision tu base our muaterial «on wheelock was made with
soﬁl trepidation: whgelouck, as must of -you provably realize, is an

" uneven book at best. T There are luapses and omissions; the footnotes
often contain more important information than the text; the made-up
Latin sentences can be inscrutable while the selections from 'real'.
Latin tend toward the sententious--or, worse, the jingoistic and

® cexist. Nevertheless, wc have touna no other text which the
der-artment would prefer to use, so Wheelock is used in all beginning
sourses. By basing the self-paced Latin-on Wheelock we can guarantee
maximum flexibility -for our students: they can shift out of or into
the traditional basic Latin ‘sequence with ease. %his seems a

important, even® overriding consideration: we-do not want students
'stuck! in the self-paced track and we do want the optigp,.of the
self-paced course availaple to those wihu for One reason or another
find in mid-stream that the normal Latin beginning course is
unsatisfactory.

The supplementary inaterial takes a variety of forms. A short
exCursus on the sfructure ot Latin cumes ftirst in the Guide. This
seems generally helptul to students since Wheelock's discussion 1is
altogether too briet to uwe ot much use. There 'is then a rather
lengthy glossary of yrammatical terws. By all accounts stucents today
have a woetul lack of knowleuge about yrammatical categories and
terms: the glossary was. uesignea Lo nhelp overcome this oetficiency.
There is an extensiwe 4b-page selics ot explanations; grammatical/
syntactical woras 1n the bouy Of Lhe Luive are marked with an asterisk
to indicate that the stugent can find more -explanation in the
glossary. In all canuiuness, however, [ must confess that the
glossary seems to be generally ignored Ly users ot the.Guide. why?
Probably because those who most need the, grammatical material cannot
follow & written explangbion. This seems a harsh judgment--
especially concerning Berkeley undergraduates--but my experience at
least tells me it is a true Juugment. “If any of you are thinking of

. irclueing an elaborate ylossary in a projected self-paced Latin text,
' I would advise you to thirk again!e . '

Followiny the glossary comes the Study Luide itself. wheelock has
been oroken down into twenty sections, one tor each week of the
two-quarter (that is, 2U-week) seyuerce. Ine twenty sections are
grouped into eight units, une unit of study guiue material for each
unit ot university creagit earnea in the course. )

. The individual -sections arc lie heart of the Gulde. For. each
section there is ‘tirst amplificatury material  pertaining to the
chapters in wneelock which the stuuent is to cover. These notes are
designed to supply the sort of ancillary material which a teacher -
might otherwise be expectedg t0  pIrovide. There follows a drille
covering the material- just introgucea. wheelock oesperately needs’
such drills ang this part ot the Guige hus been most successful. Next
comes aic in colf the "prattilc @G iuview" sehleiles afiu senlentiae

o
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antiquae in wheelock. Finally there is a "pre-quiz" which represents
the exact fommat of the actual quiz over the section. A key lIs
provided for checking the "pre-quiz"--and, indeed, there is a key in
the Guide for all work covered in the Guide itself (but excluding
exerclses in Wheelotk itself).

The procedure in the course is straightforward. A student buys
Wheelock and the Guide. The student attends the first-and-only
cPMassroom meeting at which time the perils and blessings of the
self-paced approach are fully set out. The student then contracts for
the number of units desired: four per quarter is a full complement; a
minimum of two must be. taken (this to avoid taking on students who are
soleély in search ot one unit to fill a study list). The procedure
followed is well summarized'in the handout which we give to students:

Self-paced Latin is designed to provide thorough instruction
equivalent to Latin 1 and 2, but within a flexible
framework. Latin 14A and 148 provide the materials to learn
Latin as .quickly or as slowly as you desire, but at each
stage "A" level work is required. Thus, flexibility is
combined with mastery. ) ‘

Instructional , procedures are varied. Basically, a student
" must master the material in Wheelock and in the Guide, and
‘demonstrate this mastery by scoring at t¥e "A" Tevel on
quizzes and tests. Tutorial sessions are available with the

instructor when aid is requireo: tapes . for chapters 1-15

are also available in the Language Laboratory which will

‘give you practice in pronouncing Latin. The material itself

is divided into. eight upits (four each quarter) ana

subdivided into twenty tions, each equivalent to one

week's work. After yo completed a section you are
quizzed on the material 2re Since you have a pre-quiz

to prepare you for this quiz, you are expected to score at

the "A" level on the quiz: should you, not reach this level,

you are required to take another equivalent quiz until yoy

do. After this high level of proficiency is achieved, you

may go on to the next section, where you will be quizzed

again--and so on, until you are prepared to take a unit

test. Upon receiving a grade of "A" on the unit test (again

a pre-test is Séailable for practice) you proceed to the

next series of sections, the next unit test, and so on.

Notice thé emphasis on "total mastery" learning. We think that
the only way to insure a relatively high level of performance and to
prevent the level of course work from degenerating is to require that
all work be done at the "A" level. This is not as impossible as it
sounds and causes little grumbling among the students. When students
know they must get it right, they seem to do it. Altpough no penalty
is exacted for. failed quizzes and tests, a student soon realizes that
he wastés his time by coming in ill-prepared and failing quiz after
quiz or test after test. The "A" level mastery requirement seems to
be most effective. -
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Berkeley's"self—paceo Latin program is stafftea almost exclusively
by teaching assistants. We hire about 12-14 TAs per quarter and two
or three are involvea in self-pacea Latin. These 1As have a speclal
office aeoicatea solely to selt-pacea Latin tutoring and testing.
About lU scheduled tutorial hours per week, plus special appolntments,
seem to meet the needs of the 50-70 students enrollea. The students
are requirea to take the first quiz, covering Wheelock chapters 1-2,
by' the Fricay of the second week of class: this is uone to insure
that students actually nave some icea of what the class involves
before they decice to stay enrollea. After this required quiz the
student is on his own to set his scheaule, although an 'ideal’
scledule is provicea in the Guige. The normmal stugent then does nis
work ang -either drops off ‘his exercises to be corrected or comes to an
office hour-to go over his work. For- most students the guizzes take
only 10-15 minutes and most pass the first form of the quiz. The
quizzes and tests (which take 30-50 minutes) are graded verore the
student's eyes. in orader to make the most of the learning opportunity
providead by immediate teedback on perfommance. The quizzes ana tests
are not allowed out ot the testing room although students are welcome
to return to consult olu materials:  the task of making up new
evaluation materials is simply too great to be repeated frequently, so
hanging onto old tests and quizzes is inperative to avoia cheating.

, So tar I have .talked exclusively about the general setup of
Berkeley's self-paced Latin program. I now woulg like to turn to an
analysis of the dinstructors and the students involved. First,
appropriately, the students. . o

~ -

 Self-paced Latin was introduced- at Berkeley in oraer to otter
stucents a_flexitle means to leain the language. How eftective has it
been in meeting this goal? As far as numbers are concerned, 1 think
we pave gone all right. Of the 300-400 students who take first
quarter Latin during a given year, about a thira take it self-paceq.
Of the 10U or so who take. second quarter Latin avout 40 take it
selt-paced. Obviously, a need is being met Ly the courses, at least
in terms of raw figures. The students themselves seem yenuinely
enthusiastic about the courses--another good sign. In looking® at
self-paced Latin at Berkeley, however, one beyins to perceive
gisquieting aspects. ' '

First of all, many.-students take self-paced Latin ftor tne wrony
.reasons: that is to say, ftar from a bouncless yearning to learn the
~ language, they- sign up to pass a language 1equirement, OI wOrst of
all, to pick up a couple of 'easy' hours in orger to till their study
lists.  These students present a constant - heagache to the -
—. jnstructors: they are rarely seen, do not keep up on their work, do
not take their quizzes and tests regularly, and then appear at the erw
of the guarter and try to cram five or ten weeks' work intd tnhree
_ days. Tneir attituge is bad and SO there is little reward in teaching
% trems , Try as we will to warn off” sucn essentially  uninterestc”
stugents at . the beginning of the term, they still enroli,
procrastinate,'ano create.chaos at thre ewi”of}the quarter.
Balanced against these disappointing stgbents are those who are
. truly marvelous--if gistinctly the minority. My favorite example 1is...
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the woman who' completed both selt"-paced Latin introuuctory courses,
passed the next course by examination, and was reading at the
Junior-senior level in two quarters (20 weeks)! She was the
exception, to say the least, but others have completed the courses in
the minimum time of 20 weeks and Nave ygone on to pertorm well in later
Latin courses. 1 polled our teaching assistants to see how they
thought the self-pacey students pertormed in later courses as compared
to those who had come up through ' 'regular' Latin courses: one 'TA
thought that the self-paced people were decidedly weaker in their
yrammar, but the others thought that the pre;Zaration through each
method was about the same. About the same perdentage of selt-paced
students go on to upper diyision work as: do students taught o
trgditionally--a mere 6%, hardly a figure to be proug of in any case. '
I think that it- i$ safe to say that the self-paced students are
traired, on the average, as well as those traditionally baugnt--but in

each 1nstancé’ there is tremendous variability in success: because of

tre factors of iroividuality involved. Parity is all we can claim for

the self-paced approach: there is no evidence that the average
stugent coumes out of "the selfa-paced courses better prepared than his
fellow student iA other Latin courses.

I turn now tg the instruction in our selt-paceu courses. As .
mentioned bpetore, our taculty is far too small to -handle the
instruction in beginning.y Latin ana still be able to r1etain optimal
class size. Thus we use teaching assistants--graduate students in
classics, comparative literature dnd ancient history--to staff most
lower division offerings. Two or three TAs are assigned each quarter
to self-paced Latin; in addition I teach a section une quarter each
year. The reaction:of the TAs to teaching 'self-paced Latin is :
universally ambivalent. Jn the survey I recently took, no TA \
expressed enthusiasm_for the essignment but, on the other hand, none
re jected, in principle, tne valug and valldlty of the course itself.

A curious situation therefore is apparent: while the. TAs realize that
an auto-tutorial course is eftective and desirable for some ‘students,
at the same time they would much rather be in front of a tradltlonal

classroom.

one c'omm'ffn TA complaint is that tnere As too much recogd-keeping. -
Each student - has a "progress report"‘ which must be kept up-to-date,
~and this seems to ‘be ‘an ‘onerous' task. But the basic consiceration ‘ .
Chere seems to be human: the TAs think that a student learns more and
better from a situation in which there can be classroom interaction
between student and teacher.and among the students themselves. The
most often citeo specific advantage 15r«£hat in the "live" classroom a
teacher car explain such tmngs as how to analyze and -sight read a
sentence .much more effectively’than can written aius 'such as the
Gume I strongly suspect an eygo factor comes .into play as well: the
p0s1t1ve ‘reinforcement ang, too, feeding of power which come.trom the
traditional "teacher" role in a tatin class appeal to the TAs who
themselves teel ‘powerless ana negetlvely :reinforceo most of the time
in their careers as graduate stugent's. but I -shoulo no
into the tangleu thickets of psychological speculation: t
tuth is that our TAs, with a tew exegeptions, Jo Mot "logk torwa
doing their stint in aElT—deEG Latin. wnen plesseu da'rter;aru t

- _
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usually agmit that it was.not so bad .after all--tut few volunteer for

: another tour of duty. In summary; let. me guote to you comments on

’ - self-paced Latin written by Shannon Zachary, one of our very best
TAs. These remarks illustrate what I mean by the ambivalent attitude

prevalent:

In my -experience Latin 14 is not as rewarding to teach as a
regular class section. To put it crudely, the teacher has
less influence over the students: one cannot take much
satisfaction in the successes (which are only too obviously
to- the student's credit, not the teacher's), and the
-~ failures are even more than usually out of reach (although
- admittedly one can feel somewhat less responsible for them,
 too). I found my duties teaching self-paced Latin were o
~ overwhelmingly aoministrative ana rather dullyg Part of this
problem, I think, reflects the specific limitations in space
-and staff we ‘have at. Berkeley. . . . Part of the problem
" may [alsp] be built into the nature of the course: students
choose “I%. because they want to work independently, and thus
only a small’ percentage seem to want the indiviaual
“attention they could get.

' Jhe Class can be a difficult course to teach. In a regular - .
- | _ tlass one can systematically prepare the presentation of new
* ' .material, ‘organize how best to phrase an. explanation and
gather apt examples to have on hand. The self-paced Latin .
instructor must be .preparea to answer questions from
anywhere ‘in the book--and the students, of course, have
trouble mostly with the stickier points. If the TA hasn't
taught Latin betore or is unfamiliar with the book he is
likely to have a tremendous. amount of" work trying to become
familiar with all the material at once. _

- Un ‘the other hand, if ome has taught Latin before, if the
book is tamiliar, ana' after the initial efftort needed to Lr
become oriented to the self-paced program, the class is much

; less demanaing than a regular course. I tound that the job

- tended to have a "nine-to-five! quality with both the
advantages and the, disadvantags i 'little preparation (if

“ary) was necessary On a daily ja¥## and I could tune out on
leaving the office--at times a“Wwalgome relief from a heavy

teaching schedule.” The most frust®ating aspect of the class
for me was the lack of contact with the -students. Students
would simply aisappear for weeks on end. Communications .
were impossible and woe to any, necessary mid-quarter policy
changes--for the most part it could not be done. Ang,
espite working one-on-one with the self-paced stugents, I

dio not find that I got to knoy them better than my students

"“fTom regular classes.

From this candid contession of ambivalence, m;> point on the TA
reaction’ to self-pacea Latin is, I think, clear. -

g
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I have mentioned pfocedures; students, and instructors. Let me
now briefly aiscuss how the self-paced courses fit into Berkeley's
overall Latin program. At Berkeley we have five avenues by "which - a.
student qualifies for . advanced, ‘"upper division" work~ in the
language. He may take Latin 1-2, a two-quarter (20-week) sequence
covering Wheelock; Latin 12, a 'one-quarter intensive treatment of -
Wheelock; Latin® 14A-B, the self-paced courses covering Wheelock; the
summer Latm ‘Workshop covermg 4-5 quarters' work; or he may achleve
agvanced placement out of a high school Latin program.,' A recent
survey indicated that we get 25% of our majors from the workshop and
23 from high school programs. The self-paced cgurse, therefore, fits
in theory nicely into the program. But in fact fewself—peced
students qecide to continue in Latin. I hasten to ada that. few
students from the traditional courSes decide, to major--only about
1-2%.* But a major from self-paced is a rara avis indeea. The courses
need -some justification (or, better, explanation) other than as feeder
courses to,aavanced Latin offerings.. The service which the self-paced
courses do offer is threefold. ~

(1) First of-all, they offer a relatively painless and low risk
exposure “to Latin. A student can take two units (we do not allow a
student to take only one) and begin to get a feel for the language.
In theory, such students should be inspired to go on to-bigger ana
better things. In fact, these" are often the "unit seekers," the
students with ppor motivationgand ‘a very low success ratio in the
courses(. A phenomenal number- Of studgents take a féw units' work and
then are never seen aggin! Their numbers are especially high in .the
spring quarter: wusually 40-50% of beginning Latin students in that
- quarter take the language self-paced Evidently these students,

seeking the traditional "easy" spring load, decide to try a couple of

units .of Latin. In realistic temms the students in self-paced Latin
aid our enrollment figures and so are not to be shunned; in my own
view it is sad that we have not been able to inspire more of these
vaguely interested students to go on and do‘more Latin.

(2) Seconaly, many students do not fit neatly into one of our
beginning Latin offerings. - For example, a student who takes Latin in
the spring usually forgets a good deal of it over the summer and m#ht
be reluctant t0 take Latin 2-in the fall. However, self-paced second
.quarter Latin is avaMable: A student in ‘this program can contract
for two units of self-paced credit apnd review his Latin at. the same
~ time as he makes some progress-forward. -In fact, our satistics bear .
this pattern -out: enrollment_in Latirf 148 (second quarter self-paced)
is much higher as a rule in. the fall t! n other quqrters To give
anothexrs example of :the flex1b111ty Sg ed La}:m “#llows, I coula
point to the student who has barely “g@fvived_Latin, 1, would like to
take some more Latin, but canpot face the full four unlt tradlt;,pnal
class. He can take two units:of se,,lf-pg;:ed, relleve the pressure'r' and,f
still keep up on his Latin. ‘Ang, natdfally, self-pacec} i¢ .iogal for
the students with scheduling problems=-although such, studem:’s ‘Are
fairly rare since we offer 6-8 septlg;‘is of Latin l and 2 ,at ,vamous

e

times of the aay. e R R

A Y'Y

-




170

«

(3) The most gratifying service of the self-pacea-course ‘is to the
graduate students. at Berkeley. A number of graduate - programs require
or encourage mastery of basic Latin--comparative literature, ‘English,
Spanish, Italian,. medieval and ancient history and art, &and others.
. For a highly motivated graduate student with many other obligations,
the self-paced approach is perfect. “These students are fun to woTk
with, and they excel. Almost all of the great success stories of our
program teature gradua;e§ not undergraduate, students.

In summary, once'again let me quote trom a TA with much experience
in self-paced and regular Latin instruction. Co

Self-paced Latin is an excellent and eftfectivg class for a
particular sort of student: the graduate student preparing .
tor an exam, the motivated undergracuate, and the.student who -
'‘has studied languages before and finds the regular classes &
too slow. The class goes not work, I think, for the stuacent -
with just a casual interest in Latin (unless that person is
unusually self-disciplined or grade-conscious), or, most
disappointingly, for the student who tinds the regular Latin

- classes too fast. The student who falls behina in a regular
Latin class because he has too many other commitments, to have
enaugh time for Latin is, for the'same reason, VEIy likely to
fall  into the pProcrastination tiap whem left to pace
himself. The student who is 1in trouble pecause of a' weak
background in grammar or who 1is a slow learner yets
discouraged when tacing the mateiial on his own and when he
must constantly retake tests at the same level.

B

Students entering the program on the whole seem
enthusiastic: they like ‘the "lexibility ;. and the
responsibility the program offers, = Even later 1in their
quarter when they are falling behind I recall few who (at
least to the instructor) tounu fault with the program; most
would ruefully aomit to procrastination ana lack of
self-giscipline or decice that Latin (in whatever form) was
too difficult. The end result in eitrer case, however, was
that the stucent aropped out of the program at the ena of the
quarter. Ironically, the stugent most likely to succeed is
the one who ignores the flexibility ot the course and paces
himself on a regular class-like scheaule.

Evidently, then, self-paced Latin has earned its place in the
Latin program at Berkeley. One of the fears which existea before the
program got under ‘way was that the selt-pacea course would siphon off
students from the normal Latin courses. Of course there is no way to
tell whether a stugent would have taken a regular course if self -pacea
hao not been offered, but the gross enrollment figures in beginning
Latin seem to inaicate that some such siphoning has taken place,
although not on 'a large scale. Comparing the four-year periods of
1972/73-1975/76 with 1976/77-1979/80, Latin 1 enrollments are down an
average l6% per year, while Latin 2 enrollments are down 9%. Many
otrer ftactors come into play to explain these urops, but surely part
of thc cxplanaticn is that some students weig clhoosing seli-paced

-



' suspected that self-paced instruction w

Latin in preference to the traditional courses which they would have

taken had self-paced not . bee@ offered. F hose who have always
not so effective as

but I prefer to look

traditional, these figures are negative ind
at another aspect of the statistical picty the total enrollments
in--and therefore exposure of =students to-Npeginning Latin. These
have risen appreciably since self-paced was iptroduced. In 1976/77 a
29% rise occurred; in 1977/78, 13%; .1978/79, 11%; and in 1979/80,
16%. Not all of this rise was due to self-paced Latin, of course.

But self-paced added an average of 36% to the total enrollments in all

beginniﬁQ=Latin courses in 1977-80; regular class@s,were down 16% in
these years, so perhaps we could guess that ag ~3#20% of the beginning
Latin students -took self-paced whereas they woB¥d®not have enrolled in
a regular class. Even the very rough nature of such computations
stresses the truth that in the larger picture self-paced . Latin has
operled up Latin to many students at Berkeley who would otherwise not
have tried it. Despite skepticism from some quarters, self-paced
Latin has proven, I think,” to be an important part of Berkeley's

over-all Latin program.

Still, an analysis of self-paced Latin at Berkeley_ after four
years cannot be termed totally optimistic. Problems persist, some of
which may prove systemic and -insoluble. Number one is the quality of
students the courses attract. The generally uncompelling reasons
which inspire most - undergraduate enrollees mean that the course is
populated largely with students with low motivation. I, personally,
am not put off by such students: the idea of a self-paced course is
that a person can do as little or as much as he wishes, and I think it
is justifiable "5o work with the highly motivatéd, encourage the
slower, and -let those who wish, do themselves in _ through
procrastinatjon: part of beimg a university student is learning to
budget one's t . But the apathy, procrastination and high attrition
rate in the courses do cause me serious concern. I ask myself whether
we are really introducing Latin (and if so, why do so few choose to go
on?) or are playing the enrollment game where bodies, not learning,
count. Do students in general learn better on their own--and if so,
why am I teaching? Is not ‘the personal, instructor-ftugent and.
student to student interaction fundamental to swift, efficient
learning except for the very few? The basic philosophy of the
self-paced approach is in question here. I have seen wondrous results
from the self-paced courses--but I have also seen disasters. Can the
problems irr our program be . solved by altering’ our methods and
materials somewhat, or does the whole "self-paced" concept have to be
so altered by deadlines and required work that the. term itse€lf loses
most of its meaning? As it exists the self-paced courses at Berkeley
meet a need and, I think, perform a valuable service. But whether
self-paced Latin is in any way a better, or even equivalent, system of
instruction as compared to traditianal methods, or whethe¥ ™t should
ever be more ﬁhan ancillary to a basic Latin program--these questions.
remain in my mind,-and the Berkeley experience so far has not provided
the clear answers that I would like.
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REVIEWING REVIEW UNITS - - : - _‘ )
Angela Labarca . _ ' ¥ *
University of Delaware ‘
: ) )

IN BDTH TRADITIDNAL AND INDIVIDUALIZED programs, materials and class ,
activities have classically been structured around three basic, '(
sequential steps. The steps have variously been called préview, view

and review; understanding, manipulating and communicating;
introduction, "transition and communication; or overview, prime and

drill, and check. '

Actual observation of teaching often reveals an imbalance in the
quality and quantity of activities for review and application.
Periodic review of old material is taken for granted: the testing
apparatus prompts the learner to review the material before taking a °
quiz or test, but rarely specifies how the review.should be conducted.

In an individualized program, review activities cannot be taken
for granted or simply recommended: they must be intentionally
1ncorporated into the system. This is true for two reasons: first,
reviewing requires the development of a different set of study skllls
and a capacity to synthesize and organize. Second, the review step is
by far the most appropriate and logical time for the development of T
communicative Skills, both at the lessgn and at the unit. level. In
the case of many programs and materials, reviewing simply means
re-reading the packagev going over the game exercises or filling out
test-like sections set 'up to mirror othe€r manipulation exercises. In
other cases, reviewing is equated with "remedial" work. All of these ’
activities miss the main goal of a review exerciset the integration
of known -content into authentic .and personalized .expression, the
transformation of competence into performance. )

It is my contention, .then, that review activities not only should
be incorporated into the system as another component--as is-the case
with the Individualized Spanish Program at Ohio State--but also should
be d651gned and implemented to support the development of a genuine

. review skill, namely, the ability to apply prev1ously learned material
to practical and meaningful purposes: communication. _

t .

Two Basic considerations

wWhen preparing review packages materials writers may use two .
gu1d1ng principles that accaunt “tor two essential eatures of
reviewing: a) spacing or dlstrlbuted practlce, and ) "depth," or

.
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- ‘"a,z?, The pr1n01pléﬁ_cf spécxng 6r dlstr;buted practice was formulated
' after - exténsrve ‘work.ain T stadies—Of-verpal - learning (see Melton). 1

Thewﬁrlﬂﬁlnle(iﬁékfs that separatlng or spacing study sessions im-time--— .
o “yielus higher ptlon §f the m&terial for longer periods than does

; jlf,“- concentrateu study Gradu 1 1ntegrat10n of new material allows the
‘;;'-1 - getting’ ;up “moge. §L% memory organization which ‘enhances
A tlidatio *1 llows hé@ the periodic present;ilon of review
< ides should also Fa0111tate the organlzatlon and tonsolidation of

: matgrlal in: mo%y (seé, e:g., Stevick, Ch. 22 ).

: o 4 The, second pr1n01ple, which refers to the klnd of activity done by----

')-'f( the stc n@ in,. rev1ew sections or packages, proposes that the more

' elabora'te orAﬂdeeper" the task, the higher and longer 'the retention
is. In other words, the pr1n01ple states that learning is affected in
a very direct fashion by the degree of elaboration reaquired by the
task. Thus, we metaphorically talk about "shallow" and "deep“
processing (using '.the terms coined by Craik and Lockhart?3),
depending on the extent to which processes other than rote or .
mechanical rehearsal come into play in the learning of materials. 1In
Figure 1 various tasks have been arranged on a continuum to illustrate
this point. .

Figure 1. Relative levels of mental processing
' of common languages,learning activities
(acapted from Gilbert A, Jarvis)
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An analysis of any of the '"deep" taskb will immediately reveal the
different kinds of elaboration iRvolved, i.e., creating,
hypothesizing, evaluating; personali exPrgession of facts, views or
feelings; group or individual problem-solving; . adapting

- self-expression to simulation and role-playing tasks, etc.
-~ . __Conversely, "shallow" tasks closely resemble sheer rote memorization
with  minimal — elaberation. __Such activities include paradigm
memprization, transformation and substitution—exercises.— - They _are
aci@vities in  which learners generally strive for accuracy/ in
reproducing some discrete feature of the language in isolation.

The two principles, spacing and depth, can be represented in a
diagram _ig’Twhich the horizontal waxis is labeled "spacing," the
diagonal "*S ¢alled "depth," and the vertical "iteration" or re-reading
materials (Figure 2). Depth is the only one to have direction,
because it represents the creative process of reorganizing linguistic
‘knowledge tq convey meaning.

Figure 2. Spacing by Qgpth by "Iteratien" in Review Tasks 5
y/N !
1) ‘
o ,
8
-
- g
-8 Review | Review! | Lo
5 9 PaCk Pack ‘
( . y, Spacing
172 3 4 7

A

The hérizontal< line represents the length of time the 's?&&em

allows for each unit or level. An inherent feature of the spacing

, axis is thus.different degrees of self-pacing for each system. Review

T tasks plotted on this time continuum may or may not be tridimensional

.(i.e., may or may not have depth), depending on the kind of activity

_done by .the stydent "and the depth or shallowness of the mental

. processing implied. by the activity. Thus, mechanistic and

manipulative review . situations cast only ra unidimensional, flat

representation, whereas activities that require elaboration and
application of linguistic knowledge to real language use have depth.

g

Jhe tridimensional representation of depth is made up:.of three
essential features of communicative tasks: 1) purposefulness or -

- functional use of the language; 2) meaningfulness or use of the

"language -in real contexts; and 3) personalization or creative use of

. the language by the learner to communicate his/her own views, ideas or

feelings. =~ Such exercises . therefore result in contextualized and

A,

17;
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personalized practice of #he language rege 'yiéﬁéryzed. An important
implication related to these features is that: deep tasks--because they
involve more mental processes, skills ana strategies--take longer to

carry out. At the same time and for the same reasons, the material .

-

thus learned is more stable in memory.

Spacing is fairly easy to handle because textbook organization,
‘testing calendars, and level cut-off. points all help to determine
adequate points in time for placing review units. Sometimes, even the
" heed to-coordinate - traditional and individualized tracks to allow
student transfer generates time periods that may be very appropriately
used for the creatian qof review packages or units. The only problem
to' be tackled in such cases is the need for adequate credit
assignment, which can usually be solved at the adminisiggtive level.
The principle to be observed in all cases is that review kages must
he optimally spaced so that thewy provide distributed practice in units
of material that are to some extent homogeneously organized. o

Some problems to solve

«

Depth is, in my‘view, the most crucial feature to include and
develop in review packages. In an individualized setting tiis' is not
an easy task because, while the review unit's activities should foster
and support creativity and originality, appropriate guidelines should
at the same time allow the instructor or aide a comparable
straignhtforwara-way for evaluating a?d_grading the task. .

Feasinle solutions are the provision of terminal task models,
checklists, multiple slot correction grids, and the set®s up of
minimal competence cut-off lines, all of which should be: Clearly
expressed in terms of students' behavior and of the instructor's
gradin@ system. Some of these appear in° package 10 of 0.5.U.'s
Spanish Individualized Program. (Note, however, that these were the
original solutions and have not been revised to include feedback
information.) , '

Anot problem to be gealt with is accuracy and the treatment and
grading oft error. Again, this is not an easy task. Taking into
account the level of our students (beginnin%p \and the).purpose of
review units conceived as opportunities to ’develop cOmmunicative

skills, an approdch to error different from the traditional one mignht
, 0e in oder.
‘i Krashen says that "where the focus is on communicatiop and where
processing time is limited," (when the activity is oral) "subje&ts are
not able to access their conscious grammgtical knowledge and ar s
dependent on what has Deen acquiréq,'a Thus, because the
probabilities of making mistakes seem to ncrease With students'’
involvement in oral communicative tasks--combining form and meaning

probably overloads mental activity, cancelling the monitor
out--ratings otner than measures of paradigmatic accuracy might have

¢ o : y
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to be set up. Control exercised in task design and the careful
construction of the. situation can, on the other hand, help in
.structuring: the task and reducing mistakes. In all cases, the use of
feedback information, the instructor's .experience and the " students'

1mpre551ons should also help in the process of refining and improving ‘

both the exercises and the testing instruments. In most cases,
however, global ratings of communicability, fluency and vocabulary
choice can probably replace the usual discrete-item measures.

Writing review units for'aggrammatically sequenced program

 Given a’ ‘group” of - lessons -that _have been grammatlcally focused and

sequenced (which is commonly the case. in our $ystems)y--the task.of

writing a review package can be greatly simplified by following these

steps
1. Identify the major grammar point(s) cbvefed;a
2. Identify at least 2 language functldns realized Dy each ane
of them. .
3. Ltist situations and settings in which functlonal exchanges

could occur.
L}

) < 4. Choose an activity that can involve the student'personallj in
ing the major grammar points communicatively.

5. Include at least one phrase or expression that would allow
for appropriateness and native-like use.
*

Here is an example of a grammar point review constructed according to-

these steps.

1. Major grammar poimt: Formal/informal commands in Spanish.

2. Functions: Getting things done for you, giving instructions,
* wishing, well.

ations:  Writing errand lists, product advertising,
get-well notes.

Activity: Simulation, role-playing.

"

5. Expressions: Por favor/por favor no se olvide de...

The activity could be one in which the student needs to leave a
set of recommendations for a pet- or baby sitter (orally over,K the
phone or in written form). Another activity could be centered on
writing a get-well note, an errand list or job list for a roommate.
Sets of instructions can also be written and expressed orally or in

.~ w 173 '
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writing (how to get to a certain place, play a game OrT fix some
food). Finmally, commercials in which a new product is recommended can
be enacted. For all packages, at least. four activities are
necessary: one to serve as a model, one or two to be developed by the
student (e.g., one written and the other.oral), ang still another one

for testing purposes.

Review packages that are implemented taking into consideration the
principles and steps explained 1in Zthis paper may approach quite
closely true cqymunicative situations and contain activities that are
deep enough t0 promote the development of the highest kill:

communication. . %,

In this approach, reviewing is equated with real language1§use
_tasks. It becomes a process of application that enhances creativity,
the learrer's-incependence_and_the cevelopment of -communicative skills

and review strategies. : T —

e : : ..

. Notes

1a.. w. Melton, "The Situation with Respect to “the Spacing of
Repetitions and Memory." Journal of  Verbal Learning and Verbal
Benavior, v. 9 (1970), pp. 596-6U6. -

2tarl W. Stevick, Memory, Meaning and __ Method: Some
Psychological Perspectives on Language Learning. Rowley, MA: Newbury
House, 1969. A: .

3F, I. M. Craik ano R. S. Lockhart, "Levels of - Processing: A
Framework for Memory Research." Journal of Verbal Learning and Verbal
Behavior, v. 11 (1972), pp. 671-684. {”“\v/

4stephen D. Krashen, "Individual Variation in the Use of the
Monitor." Second . Language Acquisition Research: Issues and
Implications, “ed. William C. Ritchie (New York: Acaoemic Press,
1978), p. 176.




DIFFERENT APPROACHES TO TEACHING READING IN GERMAN

Hannelore Lenhr

Rose-Huilman Institute of Technology

ROSE-HULMAN IS A SMALL, independent all-male, four-year college of
science and engineering. Approximately 1200 men are presently
enrolled in nine curricula: computer science, chemistry, mathematics,
mathematical economics, physics, and chemical, civil; electrical and
mechanical engineering. 129 students, or aboit 10% of the entire
student population, are currently enrolled in German. The only
department that has a language requirement (ene-year) is chemistry,

~for—the rest_of the student body, German or any other language is a

"free electlve " T B

German enrollments are strong; about 2/3 of last year's lst and
2nd year students continued with Gemman. Some few students who wanted
to continue were not admitted into the 3rd year level because they did
n6t meet the standards that were set up by the language department and
the administration. (The student wanting to enter the third year
intensive reading/translation program must have a 3.0 or better-
accumulative average and an average of "B" or better in German.) Why
the upward trénd at Rose-Hulman while many foreign language
departments in the U.S. are faced with a downward trend? we believe
it is because we are offering a program that adapts to the interests,
needs and expectations of the science and engineering student.

The German curriculum emphasizes readings in science and
technology, of which a great part is deoicated to the history .and
philosophy of Gemman science in the thirdg year. Principles of
translation are also taught. The same program is continued in the
fourth year; it is, however, more specialized (students read and
translate articles which mainly pertain to - their major field of
study). The culmination of the program is the "Technical Translator's

'Certlflcate," which is awarded after students have completed all the

necessary -requirements set by the Institute. (These requirements
follow to a certain degree the outlines and suggestions set by the
American Translators Association; they can be found in

Untérrichtspraxis 1, 1974.)

The importance of reading knowleage in scientific Gerian

They future scientist, engineer, or researcher, especially if he
wants t§ be employed by a multi-national company, realizes the need
for at ast a reading knowledge ot a foreign language. 'For him the
most impprtant aspect of language learning is the ability to read, for
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example,. "German periodicals in his professional field with
comprehension. - : .

According to the 1974 volume of Chemjcal Abstracts, 3Us of the
research indexed was in German. The 1mportant research center,
Chemical Abstracts Service (Onhio State University), employs scientists
and engineers who at the same.time are reading specialists ana/or

translators for technical material in the following languages:.

English, German, Russian, French, Japanese, Italian, Polish, Chinese,
Danish and Swedish (the list is presented in the order of frequency of
use, -with English. the most in vemand). However, writers in the
toreign languages proguced more than two times as many new baok titles °
in science and englneerlng as did writers in all the English speaklng
world. Any one of trese books might have the 1nformdtlon necessa1y
for a technical breakthrouyh. :

Another argument ftor our students' aeveloping German reading

skills is the fact that it will help them to pass Master's ana Ph.D.
requirements, since German in ‘most cases is the mandatory language, for
satisfying language proficiency exams set up by tpe science and
engineering aepartments. Accoroing to 4 1974 survey the Graauate
Record Examinations Goard, 99% of the Ph.D.'s syrveyed in science and.
engineering presenteu reaolng knowledye in at least one language to
satisfy the language——dequ1remenihww Approxlmdtely 6% of those
canaidates actually used the language in their doctoral -stugies—and_in

later scholarly work. Fourteen language goals were ratea for
usefulness during and drtex glavuate stugy. The goal ratea -most
useful was the ability to read passages in a specializeo fiela with a
dictionary for general comprehension only.l . .

In ner booklet, A Modern Case’ for Lemmarm, Maria Alter predlct§ a
downward treno for German in the years ahead. St argyues that only a
radical change in the type of appeal exerted by German will
successfully reverse the trena. 2 There is Toom fur only a limited

number of interpreters, translators, or future teachers on both the
. secondary school and college level wrere speaking skills are most in

demand. Speaking skills come in nhamdy for the teaching, prof8551on
and tor, traveling or living in Gemman speaking countries, which
applies malnly to top multi-national company executives or torelgn
service personnel; readginy skills, rowever, can be used constantly, im
any profession. - '
7
For the student of science ang engineering toreign %nguage
reading skills are important to a number of career obJectlves/and can
be complemented by a stuuy of career- -specitic materials. ' Thus, a
general outline for a German.program with these goals includes:

a. Solid grounawork in Lasic yrammal and vocabulary, ana the

discussion of topics in Gemman culture during the fiist ang-

second year.

0. Uevef—bment ot reauviny skills in urder to consult refelerne
materlals and current periouicals, leading to R ‘

e ~

v

D
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c. ability to do tramslation (German into English in student's
major field). ,

¥
“

Methods and materials

Scientific German is different from the language used in business
or literature.” Hans Meinel, in the introduction to his. textbook, A
Course in :Scientific German3 suggests that scientific German "as a
subject 1is situated between phllology and science. - He believes that
as a tool-course within the curriculum of science and engineering
. scientific  German  has to adjust - to rather utilitarian
requirements.>. According to my experience, the method post
appropriate to teach such a_ course is a bilingual one, which I use
mainly on the third and fourth year levels: the third year textbooks
and additional reading materials (mostly from my own file) are
intended to give the stwg‘a basic reading knowledge in the various
-fields of science and nology. No specific SubJeCt knowledge
beyond a general technological and scientific background is required.
Introductory texts are simplified. They are followed by adapted
material from original sources, and during the final quarter of the
third year  unrevised original texts become the ba51s for linguistic

studies.

In regard tq graﬁmar-ahd syntai, such a'courgg intends to supply
. the essential ‘Knowledge and techniques of reading and tiion with

“a maximum of factual® correttness. Structural rules n

reading comprehen51on can be neglected’ “Here are-afew S:_

1. - Adjective endlngs are important for speaking and writing
German correctly, but for. translating German into English it

* .endings need not pg Stresserd.

2. In German sentences, objects referring to time have to
precede those referring to place. This rule need not be
emphasized either, as the nature of the object reveals itself
in the reading process and therefore does not have to be

discussed any further.

Only those grammar rules--or parts of them--which are absolutely
necessary to obtain the required rearding knowledge are taught. This
restriction is necessary if results are to be achieved in a short
period of time. A rather detailed coverage of structural rules,
-however, particularly those dealing with syntax, is required in a
scientific German teading course. In comparison to typical expository
German, scientific German has longer, more complex sentence structyre,
i.e., extended adjective constructions, a more extensive usage of the
subjunctive and the passive voice, parti ‘g@al constructions,
inversions and modal auxiliaries. This is due to the tendency of the
scientist to- report with a maximum of precision but in a rather
impersonal style; it could be compared to legal Eng¥ish. From this it
*

2t

svant for-

is only necessary to 1nform the student of the phenomenon
that he 1is dealing with. The detalls of the adJectlve;
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follows that the most’oifficu\xg} task to be dealt with in a reaoging ’

course in scientific German i$ more the analysis of the complex
dnformation matrix interrelating the specré{i\,terms than the meanings
of the terms themselves. Whenever possible, parallels with English

i

grammar are- pointed out (i.e., conoitionaj case systenm, COﬂJUgatan"

of regular and irregular verbs) and linguistic termmology is" redguced
to a minimum, 4 - .
. LN !
Ot equal importance is-the selection ot vocabulary to be memorized
(in contrast to words that do not need to be, emphasized). Surveys of
the vocabulary appearing in scientific as well as nonscientific texts
hive sMewn that in both cases structural words make up more than

one-third to one-half of the total amount of vocapulary in such -

texts. (Structural words incluge articles, 'pronouns, prepositions,
auxiliaries, mocal verbs, conjuctions, and .aoverbs in their ‘various
fomms.) Thus, -the memorization of vocabulary is most effective and
time saving if it concentrates on structural woras ang. their various
grammatical forms. Also,-a thorough knowledge of high-frequency woras
(e.g., vielleicht, worin, zusammen) should be part of any effective
reading course. ‘

The student is expecteo to memorize basic sc1f,nt1’r1c vocaouiary
(e.g», verglnnen, abdampfen, gaurcpleiten, bestatlgen, wellenlinge,
Strahlung, Verfanren) These words are constantly .iepeated in any

scientific text. Also of importamce is the memorlzdtlon of vocabulary'

reiated to the major tield of stuoy that the stugent is pursuing,
(i.e., the chemistry major should be familiar with words- like S&ure,
Sauerstof't, Gemisch, entziehen, LOsungsmittel). Hiyhly specializea
vocawulary (Verf‘ahrenstechmk Uunweltschutz, Raumtahrt) are of much

lower ftTrequercy, but -there-are-many af them: consider, for example,

[

the great number of specializeg technical gictionaries that are newly — -

published or reediteo year after year. ( a matter ot fact, there
are more specializea than stancard dictionarjes.) In order to oeal
with highly specializea vocabulary, therefore, the stugent must be
taught how to use relevant dictionaries. These shouid be purchased by
the individual science anc engineeriny departiments since .they know
best which oictionaries are most suitable. (A list of specialized

gictionaries should accompany any’ textbook that deals witn reaging in |

scientifiic Gemman, however.) Fortunately many - scientific and

‘technological terms are of international usage, e.y., Reaktortechnik,

éomputer, absorbieren. Also, many Gemman -texts--particularly . in

s .

electrical engineering anc computer science--are ' interwoven wi't;h
American words, sirce the U.S.-1is ‘'leading in these fields, e.g.,

Telecommunication, Video-band. 8y the end of the second gquarter of

the third year; the student should have a recognition knowledge of
about 2000 words, mainly structural anag basic scientit'ic vocabulary.

. ~N .
AR good textbook should provide a great number of exercise

sentences trom various fielas of science or technology in which the”

new vocabulary is usea in scientific context. The practice sentences
shoulag then be followea by short reaginy passages that describe a more

detailea process in the various fields of applied science and

s
-

engineering. These passages as well as the preceding exercises should

=
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be- accompanled by vocabulary (lists in .Engliy/ano German, '

During the last guarter *of the third year, reading selections of
are chosen. Thesé selectiongs prbvite the student with the opportunity

to read+and at the same i1:1me comprehend simpleq as "well as more ,
advanced scientific material, in preparatlon for very advanced and . . %
specialized articles in his major field tdwatd the ena of the next ’
‘year. At this advanced stage no- vocabulary lists are .given; the

" stugdent now uses the appropriate speola,llzed dictionary. I select the.’
maJorlty of these articles from ,sophisticated periodicals and
“technical newspapers. Here the stucf@nt is really testea, much’ more
than is the case with the so-called "reading*’selections" which are - . '
‘part of any textbook: most sOch college textbooks lack the arbltrary y
“and sometimes 1ncorrect lor‘b-w1nd dgnguage of the {rue sc1entlst .

> .
Texts concerning phllosophlca"“ soc1ologlcal anl historical issues"

/. technical conte§t of my course: /
literary works by such fam ererman sciéntists 4s Einstein (Mein
Weltbild), Max Plank (Religion und Naturwissenschaflt) Ycome to mind,

Other works on our "outside" reading list incluce: Dur:enmat s Di¢ .. ,
Physiker; Brecht's Das Leben des' Galilei, K1ppharc~1 s’ In "der Sache IS
Robert J. Oppemheimer, or Frisch's Homo Faber. : The studergs. enjoy: A
these works, which are followed by dlscussmns -mainly if German ¥

. Another out51de reading “source is German newgpapers like Dle,Zelt or* oo
Der Spiegel. Even Stern of fers sometlmes worthwhile = feading .
ma_teriaJI A, good Tultural reades shpuld algo accompany a technical. o
reﬁdlng course. For the third- and ‘fourth-year - level I have d’se.p a y‘
ei\tr‘er. Kelllng s DLeutsche _ Kulturgescthichte,. or Koepke s . Pie | "“"
Deutschen. It is of vital importance that the stugent who - mlqht work

o later in" a Cé‘rman—speaklng country have some - Rnowledge of ‘Gewan w
hlstory, culture and customs. N S -, ' C 4 :

Yt ) s

1. The number of p051tlons in’ Germany for ‘Americans with l,erman
 * language skills is twice the number of those 1nsthe USA "

2. The skllls most needed by the. employee to obtain a p081tlon.' )
) are in the following order- of lmportance reading
Lt canprehenslon, wmtlng, oral” comprehe(:smn, speaklng 4 T :

These conclu51ons must , be kept in mina®iX some. of the preeent -
curricula of . German language departments. are to ‘be ,changed.. The
.studgnt should have the- opportunity to make a choice between the

-language learnjing that- emphasa*zlzes literature . ‘and othe types of

language instructign,*-such as reading -coursg 1in sc1ent c German.

Our- program at’ Rose-Hulman not pnly -enhances the rlgorous sc1ence and
er, pIov1des the student with a skill
he can use in t‘hs future JOb. EEE

\ L .
LN N »
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L% sagggof interdisciplinary relations, students of scienceﬁyhd
W¥nhot De expected to be deeply interested in literature
C |irge8tics Deyona their utilitarian aspects. Liven this’
orientation, a reaging course in scientific German may well become
attractive to students who immediately realize its benefits and who
v already are familiig .with analytical technigues through their
technical syQMeLS- erefore; a department that offers such an
alternative g8~ oy be successful. . : ,

Notes < \
lRobert G. Wiltsey, ODoctoral Use of° Foreign Languages. New
__York: Modern Language Association, 1972. 7 < .

"2varia Re Alter, A-Mooern-Case -tor German. American Association
8.of Teachers of Gemman, 1970. . o

3Fians Meinel, A-Course in'Scientitic German. Max Hueber, 1972.

' ‘ .. ‘
o v . bgarpara Elling, Career Alternatives for Stugents of GLerman.
~ State University of New York, 1977. ' '
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INDI‘VIDUALIZING:_’ VINSTRUCTION IN  FOREIGN LANGUAGES  THROUGH  THE
IMPLEMENTATION -OF A FUNCTIONAL-NOTIONAL SYLLABUS

Ty .-

Margaret M. Marshall : ' .
Louisiar?a State University
Int raduction : . : L

N - * ' , }5“”’ ¢

ONE OF -THE BIGGEST PROBLEMS to be faced in teaching -foreign languages
today jis how to get students to use the language in a way that is
meanifgful to- them. In order for;students to be motivated to learn,
goals must be clearlydefined and these godals must be relevant to.the
purpose. for* wgicn the students-plan to ‘use f;he language. = If there is
a "high surreMer value" (the term Wilkinsl uses to refer to a quick

to pursue tme;ir study of the foreign la,nguag/e.

.- Despite cif\f’erences in' method and scope,  most textbooks —are
organizea according« to -,sequenced grammatical units of increasing
difficulty, Students often sperid so much .time memorizing forms and

. rules .that the real purpose for language stuay (i:.e., to use it for .

communicative purposes) is often obscured. Students unde.rsﬁ?;«ihd that
they are learning grammar and that they+ere being graded on grammar.
Thus,when they havesgompleted one, two, or three years of this type

of study, they often still cannot,Sfigak or write very well. They have
‘not learned what they expected td'-¥éarn: how to use language. They

are.often left with the feeling that their fox-eign'languye_study has
bezj«totally irrelevant to their future careers. ' ‘ .
. . % S

& -

. limitey

The functional-notional syllabus : L

One way to make language study (in this case,, 4French)  more
directly relevant to studemt goals and to teach studegis Jhow  to use
language ingthe way that best suits their indivigual feeas is to
design a funBional-notional syllabl8. At Louisiana State Undyersity,
a survey.is done at the baginning of each semester in' order;td assess

inoividual and group needs. The survey contains eight questioens aimed -

at defining the goals for  language use and the functions and skills
necessary to accomplish these goals. Survey results usually indicate
that most students -are interested in getting a command of gemeral
social functions and‘ideas*and in being able to handle. situations that
travegs often #nad themselves in. Most students wgnt to obtain some

concerikrate on aMParticular skill such. as speakimg or writing.

. . P

-
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‘control all four skills, and certain studénts wo¥ld‘like to
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The, syllabus 1is organized with these student goals in mind. The
focus is on the purposes for: which French is to be used” (i.e., the
functions) and on the concepts (or notions) to be communicatede The
syllabus consists of thirteen two-part units which include the ,
following topics: personal‘identification, life at home, climate and
region, education and future career, leisure activities, intellectual
and artistic pursuits, travel, relations  with- people, health -and -
well-heing, shopping, eating and drinking, sgryiceé“,;‘*:and getting
around. These topics have been ymodeled in part on the .topic ateas set
forth by van Ek.? . ‘o

. ' . » ;-_‘v " o Pan
; The functions of langubge are ¢extremely- complex and it 1is not
feasible to present a complete list of them here. However, it is )
possible to list here the functions that recur most frequently in the’ A
syllabus: identifying, describing, asking for - information, .
apologizing, giving or seeking advice, offergng or requesting
- assistance, and expressing such things as _pgeief"enqes,, agreement or
disagreement, obligation, gratitude,®and desires. . - - N
' In additiqg td the topics gnd f‘uhcki_dr)s_,‘: hen; N :
syllabtfs Focu} on high surtender yalye and a g A R “'i
- L i -~ ) . <o :‘).’.v\./ . '.-'.ﬂ'-ql'_ '_r,-. .
1. simplifying the number and ty § g{ \ e T
- . B e B i e
2. recycling old matqri_al'asﬁm?tgj&s pyosi ' t
. . " "‘.;:L.':- N S\ :__/"“'i"j Y ) TY X ) A‘\‘ . ‘
3. allowing for error that“'doz_' othinterfeye: witriec i;@_béﬁsié‘n', =
' : M . . | o B ) ,-'“"0

- \..': il N
f%gec’iﬁ eed; v

b

4. giving .4rjdividual @esign ent
vocabula®y  and = the\wpak

. T A ' ¢~-_',".. L\‘ ‘¢ e y

In the syﬂabu, grammati éﬂfé&i@%‘é}é del il ,
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" and, certain verbs in the conditignal " such ‘851N IR L

. devrais. Relative pronouns angh:usg  of thgf ®UD veE .&rd only.-
partially presented. - tomplicated  Stfuctures . with relatively\ low

fregquency such as forms of lequel -are -enti{f‘e‘lil.-;.-"é'xdluggd.'1 In ofher " * -

words, the grammar.has geempllfied to allay f"g")'t!»’%'_rabid- acquis
of communic@five- skills. Students are encouraged to. learQ -the f
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+‘when it comes up for the firs

' presented - Similary, when the weftF

-points of French grammar by continuing the1r~ udy of the language\
' Hopefully, they will be mgtivated- to do sg’ by g* satlsfylng results

" experienced in their earhllstudy N

v

attempt is made
5. LO know gbout a partigular pr®ciple
‘-Qme\ Question forms are gresented as
1 types of question forms ate
“is presentedono attempt is
made to present all verbs conjug ‘, 1k yenir at the same time >

Recycling (e.g., rev1ew1ng vent 'zhen- obtenlr, revenit and
prévenir are presented) is extremely important. It allows. for

simplification in the presentation of .features that will be returned
to at a later time in more detail. By contrast, when all related
material is. 1ntr0duced at once (¥s-is so often the , case), studeénts
-cannot absorb 1t all., ,They may Jeasily ‘become frustrated: 1) hey
find themselves apable to handi®fall at once, actively, everything
there is to know Mbout forming quelstions or using irregular verbs; and
2) several chapters later they rkalize they have forgotten, due to
lack of use, the forms they .memgrized earlier. Recygling helps to
avoid this kind of frustration by prov1d1ng quick, active control of
high-frequericy features and. byilt4din review _of past material. Thus,
recycling works to, reduce the \pumber of grammatlcal features
introduced for actfve control and to‘allow for review of past features
as new aspects of a concept are presented for act1ve control.

M

,syllabus to present 41l there A}

needed, rather than in-a'chapter’wt Q.a;

Tnis view of repycllnq c01nc1des with what is known about learning-»"*
arn French as their first language, for *
conceptswln pieces. Question  forms

strategies.. When children .
exagle, they gradually mast
surh as qu'est-ce gque, qu'El
acquir&d all at once. ‘Simi;

e qui, qui est-ce que, etc., are not
; raT§‘6F'nouns are regularlzed b

children: 1rregular plura™ 'such as Jjournaux, are not automatic:’
Children typically go through a phase 1n-mhich;%ﬁéy wmake errors With

question forms ang plurals (and other forms’ uﬂtll ‘having been
sufficiently corrected on these points, they learn. correct forms.

Thus) Tecycling and errers are a necessary and " natigral ‘part of
developlng language skills. - This explains why" our students pass

through many of the same language-learnlng phases’ “as French chllgrenf
do. ., - , . ‘ & L

. . .
'In atdition el ‘taking learning strategies into consideration, the
functhnal-notlonal syllabus also reflqpts concern for each student's

individual. -ggals. Wmile .language is an indication of one's:

perspnality and. interests, voecalary lists in textbooks are sametimes
innpplicable or irrelevant ta iRdividual -students. Ffor example, when

jents, learn to use étre - professions, many of them do not learn

toasayHWhat theyg themselves Want to be. Common préfessions of today

. such as computg;'sclenti business manager, broadcast journalist,

'ad\grtlslng des)gner, sp ch therapist, etc., are not usually.on these

»lists. It° would. ot be ‘ardvisable to make all students, learn the ng.es,~0

of each professlon, but” it certainly is- 1mp0rtant thét each” €tud

v
ot
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_ learn the French word fBr his own future profession. Unless this is
- gone,- the lesson loses “glgmunicative value anth practical applicatior.
. Trerefore, while cérta;irj?sa%cabulary words are learned Ly the entire
_ class, each /student adsg: learns the vocabulary he _heeds Yor nis
© pérsonal int rpretation of: each topic. Aduiticrnal vocsoulary relevant
. to each stufleng's major’ fiela -of concentration is stressed and 1s
utilized to .t extent possible in weekly inuividualizea \iiSSigrllllerltb.

The okilks that the ‘student expresses tme most interest in
developing (according to the survey answers) are the skills\trat ne

LI g &)

concentrates ‘on in these inoividualized weekly assigninents.\ = aomc.
students are assigned reading projects. Uthers wiitle lettews ! UL
L.tagraphs. Those interestea in developing oral skills ate ven

either tapes to listen to ang to comment on O uvialogues ol skits

' _ . ai.e., some kind of role playing) to perfom with others in front ot .
he class. : e

: Since all stuuents are also résponsible tor learning a common core

+ + ®of pasic material({ for each topic, ¢$mall group activities are an

e important part of edeh lessen. Each wgek students work together under

the Supervision of native speakefs, teaching assistants, or

undergraguate ' majors on a specific topic related to the lesson.

Students are given a list of functions to be performed. - ,For example,

@ when they are introaucea 'to the passé composé, students are asked to:

. ' 1. identify their past aetivities within certain time spans -
(last weekend, last night, last summer, etc.), :

2. ask another person about his past activities, :

3, oescribe an gvent i the past, Or N \

., e event B

- 4. answer questions others will ask goout this pgst event:

Lo
. T7b. y
3 >
e, L b
Jnd Ywi, RY P25
3 A

CF

In these grouws, students have the opportunity to
and the vocabulary they are learning (ana past maf
meanifaptul, relaxed -atmosphere. These groups are ex
from the point of. view of the students. Studeg
languaje in a way that is real to.them, speaking:
¢ than their teacr\ﬂ;’r, and having the opportunity to e

" f,’ in French. *5& 0 ooy
S RS € R
Ei . .'h‘ ¢ ’ # ’ . . 4 "
l . Stugents participate 1n’ these yrqups with.enthusiasm and-’ ré_s,t» %
'@ _for yet anotheri.reasgg:” they know ¢hat speaking is one of Tghw,mays
: n the matW@rial. DOuring the semester, stydents N

<« they will oe teste

3 Jis.” these exams are composed of approximatély® 40k
# giscrete ' point pe questions .and 6k communicative. competence
- activitiés.. Twpes of discrete point 'ﬁestions incluo¥P dictations,,
filling in.the blanks with the correct amswer, rewriting \(he sentence

take four:major ex

to perform some. kind of transformation (faking it Pegativ changing
y} ) . . ’..k"» . - ! e " . v ! . " . .
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the tense, adding a clause, connecting two sentences, ,etc.) and
translating sentences from English to French. The discrete point
testing is done for twe teasons: 1) to prepare the students for the

> group final exam that will be based almost entirely on discrete point
testing, and 2) to ensure that they have understood the grammatical -
points in question, However, with 60% of the exam stressing
communicative competence, it is clear that the most 1mportant thing
the students are dping with the grammar is not fillina in blanks, bt
rather u;ing the égammar in a meaningful way. . ﬁ,; - "

Pommunicative competencaiatt1v1t1es test the students' ability to
.use language in real situations.# They involve correctly producing and )
interpregting conversations or passages in order to express -ideas. we
Student® are tested on their performance in dealing wth specific
functions inf.alle four 'skillsN Speaking skills are tested on an
individual basis, while listening comprehension, reading, and writing
skills are performed as a“group test. Each test differs depending on
the functional-notional tasks to be performed. In’ every aspect of
communicative competence . testing, however, two functions are
.QPnstantly stressed: asking questions asi describing things.
Ik Speaking skills are tested on the basis of specific assignments.

. r example, Unit I .(Personal ,Identification) has two specific .
activities listed: 1) students must give information about themselves .
and seek information about others, and 2) they must describe where and
under what conditions they and others live. €ach student ig asked to g
perform with the® instructor the functions 1listed under ~these :
activities' (i.e ,widentifying, soc1alizing, asking for 1nformation ‘and .
descnibij? ‘Theyntake note of answ or questions d¥rectegy toward T g
them and: tney ‘turn in a report. (in 'Mglish or French) on what they :
have understood. They are graded on ‘their ability to make themselves
‘understood and on their comprehenslon of what was said to them.

| f@ﬁ 1

Although speakingvand listening comprehension are comp‘menta
skills, -listening comprehgﬁsion can be tested apart: from speakin e
skills. L!stening comprehension is tested in the-language laborstor 9%~
(it couldalso be done in the classroom), where a passage is read and T
questions are asked-on the passage. For ‘example,” if students have
. learned tg. discuss_the weather, a weather forecast as it might be

‘heari;gg/%ne radio j éad to thesf. Then they are asked to- ‘perfoti’
the <€upétipns outdided for that topic. Such function® may 1nclude
1) briefXy describing the forecast, 2) aﬁswerlng ‘questions’ on,, or
) explain'ng specific information contained in the forecast ‘and” 3)
‘asking questions (in -writing) dealimg with specific apects of . the _
weather ) report -(e.g., ."Quel temps va-t-il faire demain dans le Midi?" \
or "Quelle est la température maintenmant?"). Studegts are graded on -«

their comprehension of* tﬁe passage and on their at 111ty to perform’
) these functions e . . , -' “
'g Reading skills are:.-determined on the basis of* var;oqs types of . i\,/“
testing translating *gnto English certain undarliné& hassages, . .

answering questions ‘on” the reading \passage,' and askihg questions on
certain parts of the passage. S%udents are sometlmes asked to

A S 5 . - . L
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describe some aspect -of the passage (such as personality traits of the
character portrayed) .or. to provide ‘an altgrnative solution to the
problem presented in the story. If the passage is on some cultural
aspect ‘of a Frgnch-speaking countTy, students may be asked to compare
and contrast specific items in the passage with aspects of American
culture. S - v :

Testing reading skills also pecomes a way of testing writing
skills. In addition to the written exercises based on a reading
passage, students may be asked to write guided compositions on a
"specific topic. These compositions are usually witten twice. The

_® first writing provides students with the opportunity.to express what

" gifficulty, -noweveT,®singe this typedof  tgsting occurs only four times’

)
&

: » studentsﬁ- are taugh

. reports is ‘detemined

they consider important. The second writing allows them to perfect
the ~composition by  reorganizing their ideas, if necegsary, and by
correcting mistakes. This is the only part of’' the t€sting PproGess
that. is ggne at home. : x N :

. p A

Thus, all four skills are tested in relation to the core

material. Students who are working on developing one particular'ski]‘k"f
© above others are. given an dditional assignment stressing that skill

»

. Speaking anG . listenin skills, for example, are demonstrated in

additionady oral repdrts‘\;_.,Qrw_qialogues similar to those done in the

weekly. . ifdividualizea aSsignments. Writing and reading skills are

emphasized via written r$ts on a topic’ related tqgtbe unit and/or
y

and, whereg pogsible, relati that skill to their future careers.

‘to the individual's persqgge interests. Usually, the-subject of these
the stydent in consultation with the
instructor. - (St nts who (F\;\ye no. preference for which particular
skills they ¢fvelop alterfiate between speaking/listening type
assignments. and writing/reading type assignments.) = Skill testing of

. the kind outlified here has often been avoided ;by teachers because it
is  time-consuming ' agd Dbecause grading of

_ v skills tenas to be
.gubjective. The time problem can be handled without too -much

‘a semester.. b s v o=
“ir 1 ool e
- N

e vig 4 ! ce
The rewaj ing dWculty is in devising a way to grade these exams
thatgeis as dbjective and as fair as possible. In grading speaking and
list®ning skills, thed criteria used are comprehensibility, tluency and
structural 4 accuracy. Comprehensibility, ~involves proper use of

Py

vocabulary ahd gasdl* pronunciatidi k" Only mgjor errors in these areas

causé' :fhe . stugept to _lose’ it, | Géferally * speaking, if - the:
, n“bg, ‘ungerstood,” full cregit .is

given foT comprehensibillity. If the student gannot’ be understood, No
credit is given.  Thus, this criterion supersedes all others..
. eEluency, '8 secondsferiterion, is a matter of speed: it is Jjudged
" sigply by whether or not the activity is completed in-a pféuetermined,

stugent' g, guestTons Tesponses =

A

comnunicat )
~majol. yelve:; 1) mk

- b( time. A'third measure, structural accusscy, ‘refers
Qe-*studént; n;a’késgramnatical errors that jsgerfere with
cat¥on. The kindg-—of- structural errors that dre considered
' % ..tne " paint of the' lesson (e.g., when
%mvoir with age, but when tested use -8Lre),

v e A
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and 2) confusing”.3%ffla
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u'est-ce que). Structural errors tha’t§’€re not central to the lesson,
at do not lnterfere with comprehension, or that involve other minor
g:rs (wrong ‘drticle or gender, lack of adjective agreement, lack of

e
Ject-verb agreement, etc.) are simply overlooked. Using criteria

"such as these, oral tests can measure in a relatively "non-subjective
way a student's ability to perform specificganctions.

writing and readlng skills are graded with more attention to
detail than are the speaking and listening skills. This 1is because
students have more time to work out form and structures when they
write than’ they do. when they speak. Therefore, written errors 1
articles, genders, -adjective agreement and subject-verb a reement dm-
count .against\ the students. However, even in the grading of writifig:
and reading skills, the focus is on function over form. The most
important coqsideration is whether tpe students have performed the
<required fungtions and whether they Yave succeeded 1in communicating
their ideas. ... " S

~» .
&

Conclusion .
The primgry goal of the functional-notional syllabus is twofold:
1) to teach the-suse of!language in a way that is meaningful and
relevant to future goals, and 2) to achieve "high surrender value."
The simplification and recycling of grammatical points in the syllabus
provide students with the opportunityi’ concentrate on the functions
of - lan .and on the ideas te be expressed. Individualized
assigrég@%‘and small group activities put thd focus on the student
‘and onwhi€ver her acquigftion of language #kills, - The syllabus is
org’gnyed with ghe thought triik revisedgi,:e"g;ting.ahdf‘grading procedures
aré neécessary order to measure a student®t abflity to function in
the language rather thap*his ability to memorize “grammatical rules and
forgg. It hoped that where this syllabus is implemented, it will
enable stu s to use thg target language in a meaningful wgy and
within a shorter. period of time than is presently feasible under other
: R ,

»

methods.
- . - .‘
°§ Y
] . & *
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WHO NEEDS COMPUTERS?

George W. Mulford
University of Delaware

IF YOUR INSTITUTION IS LIKE any I have known, its attic (I speak
metaphorically) is littered with abandéned curricular materials: ,
maps, flash cards, filmstrips, films, slide sets, obsolete language
laboratory tapes (rack after rack of them), perhaps a forlorn

feltboard or an opaque projector. Someone chose a new textbook, and

the older materials- went on the scrap heap. Videotapes were the last |
generation of materials, at my institution, to Jjoin that heap; '
moreover, disc¢ontinuing their ug® meant throwing thousands of dollars

jnstead of ‘just hundreds.

’ “ e first computer-assisted instructional materials are now taking o
their place in the topmost, and ,rdcbegt,:stratum.of. this pedagogical ‘
midden: tens of thousands of Wellass"werth of paifstaking.work and
computing time, obsolete. The machines to-'run themg@ire too expensive;
they are programmed ln a language specific to one type of,,pom@yt,ér‘,
and can therefore not be exported to other institutions with different

L hardware; they depend on peripheral equipment like audio devices and
microfiche peaders wwhich have not stood -t?e test of time; worst of

all, someone chose ¥§ mew_textbook 3gd the” computer programs suddenly s
became irrelevant. thcosts ‘per hBur of instructional time rivaling

the payf of student tutors, and -development time and expertise
. exceeding’ anything héretofore imagined, the first responsible question
to ask today of computers in education is quite naturally: who needs....
them? - My own_answer is:--we all-do, and especlally. those of us
. engaged in the design of the individualized syllabus. - Let me outline
why I think we need them, despite their cost,.and how that cost can be
minfmg'ed. ¥ Y R PP

w ) : ST e e
Teachers and learning managerg’ need computers Béguse thew are
effective and (in this app_lica‘ﬁi 1} cost-cutting record keepers B
Individualized instruct®on poses. record-keeping problems. (I ,appeal._"g .
your collective experience) of rather formidable proportions. It™is
recommended that “there be -at l#€ast four versions of every test, and
lots of Wsts. 1Ideally, the teésts should be standardized so that a
score of eighty on version one is ‘precisely as difficult to attain.as -
. a score of eighty on versions two, three, and four. ,There must te a .
# record of .which test was gjvan to which student, and of .the student's “: -
" score. Therg should undoubtedly be a vertital record of mean fores .=~
ori each version to allow us to getermine that all the versions are in ..
fact of edUal difficulty. If we decide to be rigorous about thi&4¥we .
. should conduct an item analysis of each test to fimd .out which®i¥ems @
" are hardest for all the students, so that we.can adjust the difficulty
4 L . . . S L b -
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. of a version by varying the proportion of hard and easy items, and so
that we can alter the composition of our self-study packets to prei '
the students more adequately for the hardest items we intend to t
them on. An item analysis of the individual student's test is helpful =
if we wish to advise that student of recurrent error patterns in his
own performance, and so T jeve him of some of the bookkeeping tasks

necessary for'effective study.

The computer can dq all this. If the choice is made to compile,
not four versions of a test, but one very long list of questions we
might think appropriate 4t the end of a given module, the computer can
go through the list and select items, according to whatever criteria
we specify, for' four or more (perhaps many more) discrete versions of
the test. The computer can then type out a version on demand, and it
can be torn off the machine and handed to the student, or in the case :
of an oral test, read from the machine and administered viva voce.
- pushing the idea of random selection to the -l1imit, we .may--even speEIfx ‘l‘
that no one version of a given test will be identical, er at least not-

predictably so, with any other version ever admi,nisﬁ'éred. o

. , , T e N il '%’ -
Notice that one or more fi1ing cabinets: fu¥l’ of mimeographed
sheets which had to be typed, proofread, run off, collateﬁ,,stapled,
and (for those who must worry about such things) kept secure, Just
disappeared: * each student gets one printout which does not exist
until he needs it. Notice also that gp far w need only one computer
terminal, albeit a fairly expensive one since it must bé able to .
produce written text with, at least, accent marks, and at most, two f
entire character séts. Our lesson development time, programming time, - -
- ahd actual compu{ing time, however, have so far been quite reasonable;
‘and the testmakers, examiners, and \secretaries have realized very
large net gains of the time necessary”to script,process, proof, file-
and retrieve from..files. Best* bf all, ,if we dideever” .ezrors ror - 0
- infelic¢ities jp our stock of test -material;, the offending items can be /
corrected, instantly and éasilyy within. the computer's memory. They
will stay corrected ihenceforward, and we need not sdek out and -
destroy any previously mimeographed copies. '

77 The hext bookkeeping sttp is to record the student's scores. This
" is probably, best done By hand in_a ‘gradebook--unless we: take up the - .
~challenge of _error analysis.- If we are to attempt to record the ‘
studdnt's performance item by item, and then to do anything ugeful
{fgg&l‘n‘..«%é,‘t:ﬂ‘,inform‘ati‘oh;'. there 'seéms to me to be .no reasonable . |
‘LltesMtive to seeking the computer's help. And what help it can
give! It canproduce for the student a list of the items"he missed: S
not merely their number, but a reprint of the questions themselves. s3]
It can furnish the instructor any information he is clever enough to 0
. "“for: items in order  of difficulty, correlations between error - )
fréquencies, distinctive patterns of errors peculiar t®- a particular _
class of students--anything within the” power of statistical theory. o
_The ‘Instructor may then use ¥nese data to validate hypotheses about " .
. e learning patterns -of 'a certain kint of student,. or§f studenige .
Priught or tested in .a certain way. _More immediately,.t  ‘instructo®
——i’ y decide to increase or decrease the stock of items dealing witd a™ v

e
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particularly difficult point; to omit them entirely from future
versions of the test; or on the contrary, to make sure they are tested
again at the end of the next module, and perhaps to revise the
# instructional curriculum appropriately. Or the computer, working on
its own, may record and continually update its assessment of the
empirical difficulty of each item, based on the frequency of errors
made by the entire cohort of. students ever asked that item, ana may
then tajlor its selection of. items for future test versions so as to
generat tests of increasingly. accurate ' stangarg® difficulty.
Programhing and.processing time are still rather small. Data entIy
“ “time mdy 'seem forbiugdingly large, but students can be asked to enter
ﬂﬂa SRR tRémselves, for instance on computer-readable scordsheets.

Tne!rocess 1 have just outlined is not computerlzed testing.’ We
have not yet asked the computer to compose a test question or Judg‘a
student's answer to it. All these judgmental functions are still
the hands of human testmdkers and graders. The machine, is merely
filing ag¥ retrieving questions and keeping score. v‘ have rdt
altered our tests to fit them to. the machine's style; in fact, the
process described would work well for oral tests.: (One can even
imagine ajboard of examiners,’'each of whom' would enter points on each
aspect ofDthe student's performance, like the judges at a high-diving
competition.) Nor have we asked the machine to do anything it finds
., particularly difficult,” with perhaps the single exception of printing
accent marks or téxt in non-Roman characters: the lights do not dim
+all over town when we ask the cﬂmputer to print us a test on module
'+ three for student thirty-six. ‘ R

Q.\ Wwe have not yet let student tmrty-51x-—1et s call her
Rebecca--get her hands on a computer témminal herself. With more
trepidation than I have felt so far, I'm going to suggest that we do
that next. Firsty let me warn you that’ Rebecca has probably had her
"hands on a .terminal, or- something like a terminal, fore now. In
fact, the chances that she: has not had this sort @ experience are
diminishing .daily. Chances a too, that Rebecca gfioyed it; for we

. live in .the' age.of the .compJter .game. Our sogiely at large has
discovered with breathtaking rapidity what has been known to a
subculture of mathematicians and engineers for twenty years and more:
the computer is a totally absorbing toy, capable of “sustaining
interest to the ,point of exhaustion and oeyond. The general’.public

\_ has demonstrated its willingness to spend moré money than an ybady
thought it had to purchase these toys. - Manufacturers of computers and
computer-llke gadgets cannot purcha;g;&nough components to satJ.sfy the<

P’Gemagd for their ucts. 4 . , ,
P X ;,«,‘ . '\ . ) .

Rebecca may™ refore approach *our temu.nal with a _wild llttle
glint in her eye that says "let me at it" (and if Rebecca does not, |
ﬂner little sister, -who will be-:a freshmen in five years, almost
,  certainly will). -Rebdga wants to us¢ our teminal. She wdey
what. she can make it do. (This, indeed, seems to R&”<
common to everyone,- from grade-school children to gra e
who has, become- addicted to the fascinatiop of watq,ﬁing a - paghi
respond, quickly and often in’ surprising way = ik

S

-

3




196

of touches on its keyboard.) If we set  the rules of thérgame-in

such a way that Rebecca is constantly challenged, through her growing o

knowledge of our subject matter, to perform an increasimg)¥’complex
set wof steps in order ta win the game she is playing ég fist the
machine, she will sit at terminal far into the night studying
language lessons. (If, however, the chemistry professor gets there
first - with a good game, language study will 1lose 3§ ‘portion of
students' days and weeks.) = . :

The challenge is really nothing new. What, among the activities
you recommend to your students, among the ‘activities you yourself
carried out to gain fluency in your second or third language, can you
identify .as the ngle most effective one? Was it, for you, flash
cards--a memory ¥game 1like solitaire? Wes it quizzing by a
parjer--and was fthere an element there of what might be called
mating-display behavigr? Was it some arcane, cerebral qame you played
inside your head, perhaps with an imaginary playmate, or some grueling
psychological duel with.a teacher? Was it free conversation in the
target . language--the best game of all, and the most expensive? .I am
sugge¥ting that puter -drills may offer at least a partial
substitBte, in in@Widualized programs, for the entertainment value
present in a good classroom. :

W " \‘

If you were a ~successful © user of the language lab, the
language-lab drill itself was a ggme for you. Sadly, it is drudgery
for many students because the challenges , it, sets are too hard or too

easy. One of theumest important tasks the language profession must
harness computers Y@@ perform is media%ﬁon between the student and the
language-lab tapee On the oneyhand,  the computer's ability to accept

and execute studént commands can give the student. much more precise
control over the tape's, progression. Onm the other, the computqy can
use the recorded tape as part of a fogg—skills exercise. Text can be
displayed on the terminal's sereen; written tuestions can be ,asked;
written answers to oral questions can be required. On the basis of

. the student's performance, the computer can select from the tape those

¥tems ~the student should review, or .cause the tape to wind past
materials the student has clearly mastered, . For teachers who wish to
evaluate a student's taped responses,.thé gﬁﬁbuter can assembjg.g Very -
short tape of selected items to save’ tfe evaluator the trot l¢/ of ~,
locating them. o - ' ,

r . ' . B .
: Lc what we need tp accomplish all this is, first, a terminal with a

onteolled tape recorder. ‘I say "tape recorder" knowinggethat other-
computer-driven audio devices exisf. In part I am gkeptical of the

' cost and reliability, at least-at present, of ‘alternative devices, and

in part_ I pelieve there is a very great advantage in .being able to
hand Rebecca a cassette she can pop into an inexpensive home machine
if the terminals are busy- when she wahts to study her language
lessons. In .other words, we should not give -up the most convenient
feature of the best present-day laboratory for any - supposed advance; -
and we may well recoil before the prospect of cr%?ting and keeping
track of two versions of every audio lesson, one -fof the cafputer and
one for Repecca's home portable. N L
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/s
Second,  we ﬁé;d égnumber of editing programs for the computer

which will allg¥ us, easily and in full knowledge that the materials
are ephemeral, to add a wrftteh component to whatever lab programs w

decide to use this year and next. Such an editing program can enable

a person with 'no knowlerdge of computer programming to generate drills
by filling in the blanks furnished, and will:then manipulate the text
so provided in such a way as to set the student challenges of the
correct order of difficulty. At the univessity~of Delaware, we are

working on editors of this sort, and we have hope that one of several.

" computer-controlled audio devices now available will prove
sufficiently inexpensive, rapid in, operation, arid reliable to satisfy
the needs of a language lab"

However, audio material of high quality will, by 1its nature,
always be hard to produce and hard to alter when gircumstances
change. Moreover, language-labaratory experience suggests that there
are limits to student %plerance of even the best taped materials. It
;may well be that the torpus of audio material should not be much

,4 grefi¥er than what moderQ laboratory exercises.provide--rather less, in

chine-assisted component of the curriculum will probably rely:=on
_ possibilities of the interactive terminal aldne.

{

eont@Nts of her next test. why not show her the file of all possible
est questions? We might then allow her to wtite notes on the
;- computer addressed to ‘the language staff; she can write her note at

any time and it will sit in the computer's memory until. someone has

"™ leisure to answer it in the same fashion.. In this way the computer is

being used to increase the efficiency of the consulting system: the
course monitor has work all lined up ghen consulting hours,begin, and
« need not schedule an 1nterview to dé‘iver the needed instruction to
the student.

-

3 . It is a mistake, I think, , to hope to -generate an entire

.computerized course by dumping a textbook into .the computer. -The

textbook is cheaper and handier between its own two covers. In fact,
neither of the .major components of modern language texts--grammatical
explanations and whole-sentence' drills--is well suited. to the

- computerized format,. Audiolingual drills--were meant to be spoken:- '

oud; and while there may be some merit in the exercise of writfng
their sentences'by hand, there is surely less in .typing them out, and
Jnone in . having the computer ﬁudge?the resultant sentence of sixty or
‘more! characters for accuracy. Such exercises, even if the computer's
Judging procedures are sophisticated enough to distinguish typing
ors -~ and misspellings from other mistakes, creaté the least
' ai;e-like situation imaginable for the student. And, df course, they
will perlsh when someone changes the.textbook. -

This fate, indeed is probably in store for any very- extensive ‘set
of exercises ubich proceed, point by point, .to teach an entire
Jlanguage. Even if they are ideally suited to the computerized medium,
and even if t\ey‘are well.conceived as an individualized course, such®

\
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' thing that will hold Rebecca s interest for a while is the..

\ moSt cases, than was fashionable fifteen years ago. Further growth of ¥ .m0
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'exercfses run theogisk of. obsolescence. (It is my impression, for
‘1nstance, that ost individualized-instruction programs share/

: vocabulary items in that ~way. Computefs. cCahg indpx an

“mini-unit on film or tape or in a parnip let..

[
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materials with more conventional 4instruction in progress at the sam
institution, and evolve, .in a mdre or less loose fashion,. with t
standard curriculum. In cases where the, two proyrams-swap staff,
staff is reluctant to maintain familiarity with twd’ sets i
instructional material at once. And cui‘rlculum committees are flc e.).

One way of guarding against obsolescence is to construct /small
adjunct programs teach1ng one spec1f1c aspect of a language, and
compatible with any text. A an’ exampl .I might mention my own
lesson, - Touché, frogrammed %D W1ll ams on the University of

Delaware's PLATO! system, SO called cause the student touches

. the face of the computer screén in order to assemble, from a random

vertical list of words, a $erterce in the target language. The gaming
aspect, besides the visual” novelty of the approach, lies in the.
machine's reaction to an error: the screen goes blanﬁ instantly and:
the whole sentence reappears in a new random order, The rlesson makes
no claim to teach all of anything, but it lllustrates rather well the
principle that ~gaming strategy, subject mattér “apd  médium Vof
presentation can be fitted together to make a coherent whole, a

does drill word-order problems in French ~and the grammatrcgl

distinctions which manifest themselves in word order, in a 'thorough-,

and enjoyable, way.. If .the - vocabulary used' .is not that' of - the
student's text, the student can complete ther senteficé by - guess1ng at
the parts of speech he gets the. English nslatlon as a reward for
completing the sentence correctly a ay or 'may nz» learn .new

things handily;. Touché is less likgly to- get lost than a similar
Another, more far- reachlng solutlon to the problem of obsolescence
is fo program 1nto the computer the entire morphology and” syntax of

‘the natural language itself: starting-witnh the inflectional forms and

the rules for their choice and fommation, .ard doing as far as possible
toward generation of whole sentences, toward the ‘vast unexplored
territory of combimatory semantics. Ultimately, in other words, the

computer ge able to produce inflectéd forms from their component .
parts, ragnose errors in thode -forms when the student produces
.them; a it sho®ld accept "I'm waterimg my garden" or "I'm watering

my wina" but question " "I'm water1ng my roommate.®™ The task is an
uneraingdone, but even the first steps produce workable results. Two
progects ‘that have progressed cons1derably beyond the first steps are
those of Henry W. Decker at the &nlverslty of California at Riverside
amd of Gerald R. Culley at.the Un ers1ty of Delaware 2 ,

A computer which "knows" the’ elements of a ],anguage in'-this way
can construct a VETY large number of forms from a reJ;at ly "small .
stock of stpred items.” The routines which assemble t

at least - "in "theory, accommodate any order of. present?',, 5N and any

specific set of vocabulary: shey can be expanded and_ﬂ ted tof.new

textbooks without a .major Averhaul. Certainly, ‘they Yan.,:f"ine-tune
o the 1nd1v1dgal student rements

their challenges exactly

A ,&yf
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They; can be used\ as parts of other pr*ograms for instance, a-test
- bank could be designed to include a set of basic sentences plus all .
"the inflectitnal variations on each one, and, would immediately become =~
muqh smallet (from the computer's point of view) and much:larger (from -
- “the user's). When the computer "knows"' this much about the language, :
we&:;f:ven Lfegin trusting it to administer tests.of ‘the sort’ language
teac are comfortgble’ with--tests in ‘fucmats mgre humanistically :
oriented than multiple-choice or true-kf‘aLse« . N
G~iven the existence of such . programs, - ‘written in .a computer -
language our -own institution's machines can handle, ‘we can apply
#) ourselves. happily for a,very lbng whjle, devising “ever ‘more ingenious
and ever more satisf‘actory ways of deJ{ vering parts of the. stored:
information' to students and challenging® the students to’ respond in
* ever more creative ‘ways. . One measure of our:success,. I trust, will
always be the frequency of -comments’ like the ome I.heard about-my own
~ material recently: - "I dropped by the computing center last pighu and
played. Jouché for a while." ' N A

-

..
.~ .

v m_tES ‘ ' v . )

lF’LATO \1s a registered trademark’ of‘ the Control Data Corporation:
2Henry W. Decker. and. Thomas Rice, "Generative CAI- for Foreigﬁ
- Languages," Proceedings. of the < National Educational Computing
. Conference, University of_ Iowa, 1979, pp. 326-328; Gerald R. Culley, -, -
"When PLATO Knows Latin: Advantages af Having the Computer, Inflect -
the Forms," Proceedings of the 1980 COnvention of “the Assofiation for
the Development of ° ComputersBased Instructiqnal Systems, Washington, ;

D.C. 1980, pp. 237-240. -« . ‘
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~ “conversations are baseg an open-ended statements derived from material

PO
.

" Intermediate--are normally prerequisites to' fourth-semester coyrses in (61

> Current practice: conversatidn
A) v “

3

Michﬁel D. Oates ¢
University df Northern Iowa

-
. .
»
.;-‘ - -

'Introductionr," ‘ R

- o . . : ! B
FOREIGN LANGUAGE STUDENTS AT THE University - of Northern Iowa: are
involved, " from :their- véfy first course, in oral practice in peer
grows. 1. In the first/ semester course, called "Elementary Onre," 'an
~8@pproach is utilized in which, in addition to regulir cilass meetings,’
"ou-of class groups, gduided, by advanced undergraduates, sBrovide extta
opportunities for students to drill the material presented in class in R
quest ion-answer ° expansion-type exercises.? The second  and thira
semester courses An French are called "Elementary _Two" and

"Intermeaiate." -In/ these courses groups are-not schedulea. outside of , &

- lass, but are still used in class to_prqvide fluency' training. -The*
text French ' Conversational Practice® is used. for, much of .the

in-class growp wo k.. The present author also make;i extensive usé of ' "

one-on-one - microconversations4 . and ad-lib _ conversations.®  These.

prgviously studied. ‘ThHese technigques form the basis for the oral
tests administ€red individually by’ the teaofer. - They. have bee

callea, for want of*-a\better ndme, "Comment ne pas mourir 'de faim en’ ;

France," and function &s follows: a.student draws a card on which has
-been, written one of the previously practiced open-endea statements.

The ‘goal is to see how long the student can "survive" by Keeping' the .
: con\qarsation going Wwith the.teacher. A grgde 8f "very good," "good,"

or "no -grade" is\aSsigned -based ‘primarilyfon fluency.. The grade of ' .

*'Vqrz‘egood" i's reqdired on' at least ome of 'the three oral tests guring -
~,a semester if a studént is to-be eligible .for an A. * ’ st

o

The ?t_:hre'e S5-semégter-hour cburses--Eleﬁfent’ary One,' Elementéry Two, o

conversation ‘and’ composition. The fourth-semester courses are, in
turn, prerequisites :to a tifth-semester course called Advanced
Conversation.” . - o, ' e .7

- " o e . ,;‘ ‘, . ‘ - .‘ 3 ) ‘ ¢ ) t-.f, ‘

. U 2 S
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Currently the author is ;teachiﬂg both. fourth- and fifth-semest‘er '
"levels of' conversatipn and is utilizing*gooperative grouping. The ,

T

decisior® to utilize this approach stems.peth from the general success .

we have had with gfouping in our lower-division courses, and £fom a

recent cdescription of _cooperative ‘learning’ groups. ', In that !
' description, it is- claimed that "cooperative’_ learning expepiernces-.are /
more powerful in promoting, achievemert and -positive att%’es toward

.
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the subject area (as well as toward the teacherf other students, and
oneself) than re competitive® and  indiviaualistic  learning
expefiences."6 I employing this approach, the, author cecided to

base 50% of stUdent grades an group work, which cqQnsists of

transcribing recorded interviews' dictations, presenting skits, and
a growp prqiiect,; . : o - ' :

Tfanscribing - interviews. ~ During ‘the first . half of. the
fouyfh-semester course, tapgd interviewszprepared by previous students.
ir%1 course in Oral Trap at‘ion7 are utilized. Groups nleet in our
Audio-listening Center ana ate given from three to four minutes of a
recorded, interviéw to tranfkribe. Working separately, group members
write down what they hear. They then comparg copies and prepare

final draft of tne transcription; each’ group mempber signs it. Te-

transcription is turned in in class. It 1s graded, and, ag, with other
group prgjects, . the 'same grate is assigned to each member of the
grow. Groups are generally comprised of two people who have a common
free perigg to use for cooperative assignments. . Occasionally
three-person g'ro'ups are allgwed to facilitate schedules.

Presenting skits. - In aodit'ion to.transeﬁbing interviews and
dictations, each group is respo'\sible for- preparing and presenting

' periodic S5-minute skits based .on the tapes and/or the material‘

L

%’.ilizeo in class. A fOroup grade' is give,rg:\F for both fluency ard

curacy. Very -often, in addition, atd-11b 'skits are assigned in class
td group members to briefl)} try out and then present to the class. No
attempt is 'made to give a fommal grade for these extemporaneous
conversations. Rather, they are used to strengthen supdgrt,ive
relationships a:..ri; yroup members and tq build fluency. - ; !

. . A s
Group projects Each -group is»responsiple for interviewing a -

native or near-native speaker of French. Questions are prepared, a

.French speaker is cortactedyand a 10-minutg interview is recorded. _A&L-
portion of each tape is seldgrted by the teacher and assigned to groups ~

to transcribe during the lasg half of the semester. '

R
! . \

v

, -

Stugent, reactions : ) ‘ o \

A questionnaire administered midway through the current semester”
incicates that most’ of the students ade happy with the cooperative

. _groups. The results are shown in Tabl€ I. Further evidence of

student satisfaction can be seen in the foltewing statements:

.1 really erjoy the group e}erc'ises. I feel it encourages, me

to- communicate more openly in French. Group settings alSo.
help establish rapport among students ano we feel more at,
éase with our French. - - . '

ease here now and I feel I am getting

\

. ~Growp work tends to lessen tension aﬁdfnxiety. I feel at —~

. know people in the
» Class a lot better. . _
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COOPERATIVE GROUPING IN FRENCH CONVERSATION AND COMPOSITION

Michael D. Oates - |
Wniversity of Northern fowa™ | -, » 1
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Int roduction’ . . -

. : . - : L ,
FOREIGN LANGUAGE STUDENTS AT THE \University of NGrthern Io‘gva are -

involved, from their very first ‘course, in ‘oral practice in peer,
groq)s.l In the first semestér course, called PElementary One," an

approach is utilized in which, in addition to regular class‘meetingsy .

out-of-class groups, guided by advanced undergraaguates, provide *extra
opportunities for students to drill the, material presented in class in
Question-answer expansion-type exercises.? The second and third

. semester cdurses in -French are called "Elementary - Two" - and -

"Intemeoia_t:e.'.' In these courses groups are- not ‘scheduled outside of
class, but are still .used in class' to_ provide fluency training. THe
text French. Conversational Practice® is used for much? of the
in-class group work. The present author alsb makes extensive.nse of”

age-on-one microconversations# and, ad-lib conversations.® hese ?

conversations are based on open-ended statements derived from material
previously. studied. These techniques form the basi for the oral
tests administered individually by the teacher. y have been
callea, for want of -a better name, "Comment ne pas mourir de fdim ,en
France," and function as follows: a student draws a card on which F S
been written one of the previously practlced open-endea statements.

The goal is to see how long the student can "survive" by keeping the °

conversation going with the teacher. A grade of "very good, " 'good,"
or,"no grade" is- assigned based primarily om™ fluengy. - The grade: of
"very goog' is required on at least“one of the three oral tests during
a semester’” if a student is to be eligible for an A. - :

L : : :

The three 5-semester-hour co’urges--Elementary' Oné, Elementary ' Two,

" Intermediate--are nomally prerequisites to fourth-semester courses in

conversation ang composition. ~ The ‘fourth-semester courses areg in
turn,” prerequisites to a tifth-semester course called. Advanced

Conversation. : o
; - g

" decision to utilize-this approa

"more powerful in promoting achievement and Wo

.’ . ,‘ ’ < 1‘

Cur&n y the ‘author is teaching both fourth- ang fifth-semester
levels of “conversation and is, utilizing cooperative® groupings = Fhe
@:h stems both-from the general success

we have had with grouping, in dur igwer-division cdurses, and from _a
recept. descriptfion of cooperative learning groups. In ' that
description,, it s claimed that "cooperative learning experiences are

sitive attitudes toward
\ | . ’ . f . . .. -
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the subject area (as well .as toward the teacher, other students, and
~ . oneself) than are competitive and ° indiviagualistic learning
experiences."@ In employing thjs approach, the author decided to '
.base 50% .of stugent Yrades on group work, which consists “of
"transcrlblng recorded 1nterv1ews and dlctatlons, presentlng skits, and
a group prOJect v

Transcribing interviews. ~ During the - first half of the
fourth—semeﬁ‘er course, taped interviews prepared by previous students
in a course in Oral Translation’/ are utilizea. Groups meet in our .
Audio-listening Center anc are given from three to four minytes’ of a
recordbd interview to transcribe. Worki separately, group members
write down what they hear. They then- cohpare copies and-piepare a
final draft of.the transcription; each group member signs it. ,The
transcription is tutned in in class. It'is graded, and, as with other
group projects, the same grade is assigned to each member Qf the
greup. Groups are generally comprisea of two people who have a .common
free period to Jse: for cooperative a551dhments Occasionall
Lhree-person groups are allowed to facilitate schedules. . X\\\\\\\
s *+  Presenting skits.  In addltlon to transcrlblng interviews® and

* dictations, each group is responsible for preparing and presenting
periodic ‘5-minute skits based on the' tapes and/or the material
utilizea in class. A gxdup 'grade is given for both fluency and:
accuracy. Very often, in adgition, ag-lib skits are assigned in class

. to grou members to briefly try out and then present’to the class. No
attempt is made to give a formal grade for these extemporaneous
conversations. Rather, they are wused to .strengthen supportive-
relationships among group membels and to build fluency

. - 3
.,Group AprOJects. Each group is respon51ble for 1nterv1ew1ng a J
native or near-native speaker of Fremnch. Questions are prepared, a -,
French speaker is .contacted ano a 10-minute interview is recorded. A
portion of each tape is selectea by the teacher and, assigned to groups .
p. < to transcrlbe during the last half-of the szwester . , .

~

~
—

uoent reactlons . J

1cate that most' of the stucents are happy with the cooperative
ups,” Tne results are shown in Table I. Further evidence of
. student satisfaction can e spen in tne following statements:
-t

I realt:ﬁ;PJoy the group exélc1ses I Feel it encourages me

%i‘ stichnaire administered midway through the current semester
<“9‘.«

to ‘communjcate more openly in French. Group settings also ~ .
’ help e lish rapport among students ano we feel more at
‘ease with our French. - ) _ \ T

Group work tends to lessen tension and anxiety. . I feel at
ease here now and I feel I gm gettlng to know people 1n the

«J{l'ass a 1oy better o .

-
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O W ' ‘Table_I: The, Questionnaire =~

' l. " I strongly agree
v | 2. 1 agree
’ . 3. , 1 disagree
\ . o 4. 1 strangly oisagree ’ "
) S -5. No opinion

l- 2 3 4 5

»

N 5.15 0 0 0 1. The group dictations and skit

X 25 750 0 0 - ., preparations“ a(re worthwhile.

. :.;‘_v' o /. . , - . . . “
Ny“3 16 1 0 o 2.. The groups are nelpful in promotlng
%..15“80 5 0 0O achievement. \

N g 12 O.J_‘ 11 3. The groups are flelpi;ul in promoting a:
X 30 60 0 5 °5 . positive attitude towaro Erench.
. -‘ . . o / . . |
N 7 9 3 -0 1 4. The groups are helpful in fostering
X 35 45 15 0_ 5 //’ supportive and caring relat;ionships.:
N 010 5 1 0“ 5. 50% of the fmal grade is a%the right
% 0 50 45 5 0O percentage for'group work
’ . F/ . . . . . g LY
- N 812 0 0 O \b I learn from sharing with 'ahother -
%40 60 .0 0 0 .%° student, :
- , ’ . ) - ’
N O 1 9 & 2 7. 1 think I would like French better 1f )
% 0 5 45-40 10 I were not in a group. - S
y . S IR
- N 0 13 5 2 8. 1 woul‘d‘ learn more -if I were not in a

% 0NV@ 65 25 0 . -  grow. ’ I

-~ . * . . Y
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The groups make one- incorporate many aspec'ts pf knowledge,
not just the language;.you have' to think and cooperate.
I like skits if we have a lot of time to.prepare for them
and ‘the dictations are helpifg me 'hear' better. I've found
if I'm not,in a group I don't do things I' m supposed to. '

As the‘qul\st_mnnalre results indicate, about half of the twenty
respondents felt that 50% of the final grade was too high a:percentage
to base on group work. Two people  expressed concgrn that the groups
might benefit the poorer students at the expense pf 9he better. For
example: : , ,
¢ ’ ) ‘ N
. These grouwps are worthwhile -and \I enjoy worl!ing with my

partner, however, they could possibly pull | higher level «
students dow if the person thkey are working with- is not

responsible ot _is having problems. T .
. = . ’ [
. ~ . N
Future plans: composition - - ,
. M ' 7

Next semester the author will be teaching ,the fourth-semester
course in.French compo tlog7 and wrll utilize -cooperative groups. The
decision to employ Coopér
%Zlduallzatlon that .*has +been descrlbed elsewhere8 i€ due to the
xcessive cast EXperlenc,ed in the indfvidualized approach, to the
themselves when’working alone, and to the

problems students had pac

ative groups ¥rather than a form of’

lack of proof—that- ,stlidents were%&lea-rnmg as much through the ;

iroividualiz program uld - have in a trabitional

teacher-domlna ea 'compos \

r as, they
on '_class."
[

The basic -Methodplogy- to. be used will be as follows each week an
in-class composition will ‘be assigned: This composition” will be
written by a team of 2 or 3 students. (As in the case of tHd
conversation groups, the same grade wilk be assigned to all members of
the grow, and groups will be changed €ath month.) G @ compo%itions -
will be, based.on material présedt:ed/‘m class, whlch\r}ll begeither 1)
.short storles, articles, ‘anecdotes, poems or sorgs_ prgSented in
written and/or oral fogm, or 2) transparencies of. Fr ngc/? carjoons,
cultural comparisons, etc., assigned initially in class a al ad-lib
exercises and then: scussed -as, a full-claﬁ activity pefore the

\ .compodition phase begins. Unce the initial present'atlon has set  a

\tHene for the composm:lan and highlighted , potentlal ruseful
stm;tures and - expressions, groups will have: 30 minutes to \“)rk on
~their compositipns: They wikl -spend 5 minutés brainstomming, i.e.,
calling the ‘story. ar?) suygesting ideas for possible inclusion. in the

Zomposition. - ~They wil

051t10n will be givep both for -accuracy ana fluency. S |
A
' (

I

_ then jot down .a short, outline of the main ’
points of their theme ‘before they start the composition. The actual
*§ime ®spent wrltlng will be approximately 15 minutes. A’ final .5
ninutesy will D€ asmgneo for proofreading and recopying. As in the _
: e of the ofal quizzes previously mentioned grades on the 7

e
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In this  three-meeting-per-week course, cooperative gl(up
compositions will itten on Friday. They will be corrected by the

teacher employing a’list of symbols as shown in Figure.l. On Monday,
groups will spend 20 minutes actively correcting and rewriting their
compositions. Both copies will he handed in for fingl correction and
a 'grot.p'gradf will be assign}p. o ' .
‘ N .
‘

nclusion =~ . . A (V
’ . decision to continue to. incorporaté cooperative grouwping . in -~

conversation and composition courses derives both from the belief that
working with a partner results in increased attention to grammaticgl
and lexical detail and from the fimm conviction that sharing in a,
mutually responsible situation is the most natural and potentialily
usgfyl setting for foreign language learning., «—

[ —_— . ' )
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Figure 1. Sympols fqr active correction(of compositions?
| ' N '
A A word is missing. o s
- (__) oOmit the item in paréntheses. |

A Acgent either\missing, the wrong accent, or shouldn't bd .
Ire b o R .

Ang Anglic1sm (*obvieux for érident)f

e . ) .
/// C Aut// Auxiliary (cohfusion betweep avpir and,étre).
D Dictionary error or false cognate~(temgs for, heure, cheveux
for poils) :
Inf  Infinitive: 1f infinitive, change td another verb form, or
vice versa. \ s

\]
M Mode: 1f subJunctlve change to 1ndlcat1ve, or vite versa.

- gNay ." Noun agreement _gender and  number greement with
- ,aojectlves, demonstratives, possessives, pdst participles,’
pronouns, etc. % -

Obj Object error: .confusion in direct ~Bbjgct or.\inoirect
object (*je téléphone Marie for je téléphonk & Marie).

[

N P Preposrtrpn éitg?r WIOng or m1551ng
— <
) PC/Imp Passé ComposéLImparfalt-Cbnfu51on .

Sag SubJect ver agreement

o . _Bpel /Spelllnga/ - " ,v"“
- N _T- Ten her than PC/I R f

wo ‘yord order (*J}alme New York beaucoup for j almejgeaucoup.
L e New. York) .

s ) : - v
o T X ny bas;c\grammatlcal eTror not covered above® bub which
T students should know.
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1978), pp. 57-58. .o _ )

2. Se¢/Mighael--D. Oates, "A Syntactic Classification of \French -Verbs
ay a Basis for Monostructural Presentation at the Beginning
~evel," Current Issues in Teaching French (Center for Curr*:ulum

. Development 1972), p. 85..
(!

3. Gerald E. Logan and Michéle Leroux, French Cpnversational Prjlctlce
(Newbury House, 1975).

4, See "Les Micmconversations," Le Frangais cans le Monde, n., 78
(January-FeDmary 1971), pp. 29-34. _ _

\ S.rs,ce Michael D. Oates., = "Comment ne pas mourir de faim en
France," QOral Communication Testi A Handbook for the Foreign
Lagguage Teacher (National Textbook, 977), p. 66.

k)
( 6. Barbgra Gunderson jand Davia Johnson., "Building Positive Attitudes
by, Usgng Cpoperatlve Learning Groups," Foge&gn Language Annals,
v. 13, n._' (February 1980) p. 39.

7. See D. C. Hawley and, hael D. Oates., "Oral TranslatYon: An 0ld
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A HIGH SCHOOL PROGRAM IN INDIVIDUALIZED RUSSIAN , ' )
Y e '
Constance A. 9ulanoff . ..~ ) . -
Columbus Altetnative High School
Columbus, Ohio -

COLWMBUR ALTERNATIVE HIGH SCHOQL (CAHS) accommodates students coming
from many different schools in the Columbus system. The language

"instruction the students have received prior to attending rAaHS 1is as

diverse as the schools they have attende#? The Individualized
Language Program in Russ{an n, German and Ffrench was implemented in

"~ September, 1980, to help us deal with the uneven levels of proficie Yy

of the students Te’ complete Ohio State uUniversity Individua
Language Program has beerdd adopted, includigg texts, tapes, WOoT
packéts options, and tests ’ e

4 -
0

. The teaching method I use in RuSSjnen is modif‘ied from the strictly-

1, */ ?eacher-assisted every period. For about 15 minutes I keep
.the -class together, worklng on oral drills or communicative
exercises, e.g., acting out dialogs written by students or -

' presenting short puppet shows. For the remaining 30 minutes /
students work in groups or individualily, depending on their
. own place of study in the material. During that time .1
t - assist each group for a period of time ranging’.from 5 to'10 . r e
. minutes dependlng on’ the number of droups or students.working -
* individually in the class; this number varies from class{ to
class . 2

L3

. '
2. ,Teacher-asslsted whenever the student himsel asks. for
assist: with these students 1 speng one period in five
¢OT. Six commumcatmg orally for a whole period, based on the.
material ' the 3Students have been covering, Otherwise, the _ |

students work ‘on their own. This method comes closest- t\o the . | -

completely indiyldualized method, o .

] .
3. Lock- step learning. * Here- I} use all- of the individualized )
\ material but explain and practice each grammatical point and s
\ walk the students through all the dptions . NN

-

About half‘/f' the students fol¥ow the fifst method with the othér

v

“half about evenly-divided between those following the second track and. .. S -

" those following the third track. ‘I have found that‘ no matter whith'

method the student 1§ ‘using, he has to be given deadlines and will
profit fromrconstant sbpervision of his progress. . o

. ) . .
N
' R . Y . v N
3 \ :

/ - : - . -
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So far this program has worked very well. ,An/&%portant feature of
the program is that it lets the student stop at any given point of
difficulty and seek out extra help. At the-same time, other students
are 'not being- held back, but rather can move ahead.: The students
receive. much individual attention, but the teacher. has to devote
practically every spare moment $o the program. Nevertheless, up to
this point student success at all levels is quite encouraging.

T
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_TECHNOLOGY AND INDIVIDUALIZED TEACHING ©

D. M. Paramskas ,
University of Guelph e v —

\ e

THOUGH THE LANGUAGE LAB BEGAN as .the magic solution. to large scale
second language teaching, it has become the monster that sleeps in the
dungeon: -Don't disturb it and try to forget 1t exists. Its original
programmlng, based on pattern drllls, has been largely discredited by
several new schools of thought regarding second -language leatrning.
Complete methodologies built around use of the language lab have come
and gone. The 20th" century has seen, however, many- things bloom,
fade, and disappear, only to spring up a few’years. later bathed im the
glow of nostalgia or reactivated as a Tesult of new insignhts. Perhaps
.now is the hour of tHe language lab: a language lab transformed,
adapted to .human needs and - individual requirements, recognizing the
- teacher as master over technology and the student as an individual.
In -this paper I shall try to present a few ideas for waklng up your
. language lab and modifying it to fit your needs : d

The notlon of drill in language learnlng has of course quite a
long history. Drills occur in anc1ent Egyptian writings and in Greek
and Roman schaolbooks, usually in the form of: "On this side is the
mistake, on that slde is the correct version. Now repeat after me and

'emorize for all yoy're worth!" It is hard to. dispute the usefulness -

of a- certain ampunt -of pattern drllllng language ‘has automatic
structires which must be acquired, by ‘the learner to the point of
automatic retrieval. Wwhile many syntactic and all semantic items need
conscious retrieval from memory stores, some features, such as verb
conjugations, should spring immediately to the tongue. ~To be 'sure,
drills are borlng in their. repetition and frustrating in that no
‘immediate reward isygiven. The student does not feel that he has-
learned to speak meaningfully. (How often in real life do we
encounter a person saying: "I go, you go, we go, they go, he goes, -
she goes, it goes@") grLike a visit to the dentist, however, the
pattern drill 1is. painful but necessary. Can we improve on the
experience? ' ' ' .

If lab content cannot be much altered, perhaps the c1rcumstances
can. Student motivation, for example, has been identified as one of °
the key factors of successful second language learning. Motivation
-can be either stifled or encouraged by cetrtain conditions.. Many
believe’ that:the more regimented, sterile and automatic the setting, .
pace and materials of an activity, the less motivated the studentS/
will be to take part in it. . ‘ L
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Khe lahguage lab has a class1c, stereotypeo form: -a large, squari/
room, usually windowless, painted in the bland neutﬂal colors belové

of facadéﬁlc interior decorators, filled with a series of idenrtical .

square little boxes. -The student has .a choice of Jeoking at a blank
_wall or feasting his eyes on the, instructor-monitor sitting immobile,

forblddlng ‘and prabably uncomiortable behind his wizard-of-OZ
con ple. For thet student, human contgct consists of occasionally
meeting the stern glance of the instruckor and, if lucky, aring a
crisp voice in his ear--nine time§ out of ten p01nt1ng opt Y another
mfstake. The tape progézm. unrolls majestically .in ‘the' student's

garphones, giving instrucfions which cannot be répeated in ease of

roduc1ng flowing sounds 1nterrupted by
pauses appropriate to a st ardized notion -of response time. The
better _student, .responding quickly, - is left to meoltate or sleep

during the remaining silence. The poorer student by contrast barely .
 begins to -stutter his response when.the god-llke voices on- the tape
override his quaver: _the shock-prevents him from hearing the complete °

answer,_ and there is no, questloqt of his comparing the two answers.
Then it is time for the next guestion. (There must exist: somewhere .an
"average studeht" whbd finds the- tapes completely suited to his
personality  and ‘pace, but frankly, I've never met ope.) The
instructor-monitor, doing his bést to give some -personal help in a

‘”plass of 25 or 30 is hard préssed to check ,the responses of even a
t

hird of the students By the end of the perlod he is left frazzled,
frustrated, and swearing against the powers that 1nyented the blasted‘

machines, espec1ally if two or three of them have broken ‘down in the -

midele bf. the program. Under theseé congitions it may be difficult for
the instructor to remember just why language teaching as a career
attracted and _stimulatea him way back -when, and indeed this. may
explain why at some colleges a freguent response is to turn language
lab’ .duty over to graduate students and native speaker assistants.

These pegople, generally untrained in- teaching_ methods, now - begin

making their first attempts at helping and correctlng The results,'”

from the students' p01nt of view, are often ghastly.

This classic use of the language lab is not ngw. It is the child

- of scientific optimism, -of a faith in the machine born in the 19th’

century. (An- illdstration -from 190G  one of a>-series called
Anticipations, depicts the world of the year 2000 in glowing temms and
a language lab in a form that is extremely familiar. It is startling

—how little things have changed.) One could put a certain amount of"

blame on B.F. Skinner .and behaviorism, whlch reinforcea the  drill

approach to language learning.. Behav1or1sm however is long out of

, fashion; the boxy language. lab is still with us.

‘
T
,

An adapted language lab, - variously called library lab; stugy lab,

.or fee lab, has slowly-evolved. 1Its relationship to the classic

language lab is that of a library to a supervised read;ng hour. It
functions along much the same lines as a library. It occupies a space
(preferably not the basic squate, but several connecting rooms) which

holds varied materials: tapes, records, slides, videotapes,, orT

microcomputer diskettes.. It also holds'the necessary hardware: tape
recorders, - record players, slide viewers, video-cassette machines,

N

!
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- syhtax. are glso available; students with partlcular probléms 1n those -
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.mrcrocomputefs~‘ A technician hands- out materials,- helps to explaln‘

the worklngs of the machifes, 'fixes minor technical problems, and
sends major repairs to appropriate shops. The lab 1s open according
to the budget of the institution: .library hours are ideal, incMading
evenings ane weekends. (IA our case, we are open five days and three
evenings a week.) _The. decor is also important. Wwalls can be livened
upzw1th posters, cartoons and multlllngual graff1t1 (of a high-brow

nature, of, course). Lounge -chairs, .magazines and newspapers for
- breaks ‘are psychologically useful. Additional, optiongl machinery
. - gives the student great control over his materials: he may copy tapes .

for study at home, which presumably prov1des an even more soothing

setting. As a result of ‘these changés, the studemt .is freed from.
several constraints: he may choose his time of study, his pace of -~
.study, the timing of his breaks, and even, as we shatl 'see, certain

materials. The teacher, freeg from behindythe consale, has anothep

hoﬁ%'at hls d1sposal _ ) . ’
Many | tDadItIUnal libraries - have: wéll—developedl‘ audiovisual

sections in which users may llsten to Shakespeare, Bach, Or lecturesy:

more ,and m0re often, 1n fact, user$ can als v1ew'presentatlons on

v1deotapé . §f1s a "pas51ve" library system, ‘and ynowledge acquired

ia such .circumstances as a part' of class work “can bé testéd by °

writing exams or term‘papers The stwdy lab, in .addition to being a.
rich .passive system also has the capability of being an act1ve
system this is our Srggqtatlon at *he Unlyerslty of "Guelph. h

' The Guelph method 1s used in French languag classes in "the

' secohd “ghird and fourth years of "study. (Classes at lower levels. are
- simply too lagse to permit.its unmodified use.) The philosophy behind

n be summed up .in two words:’ 1nd1v1dua112ed/learn1ng,

Il o
W tion between 1nstructor and student. -

- Each of our éburses nas a list of materials graded accordlnq to
levels, mostly tapeg and videotapes. Courses are team taught and the
instructors agree on’ common tapes for each' course, . presently ranging
in number from 30 to 70 Tapes’ are added constantly via -purchase,
from the radio; and from teacher-authored nfaterials. Older materialss
are evaluated, updated or eliminated. The subject matter of the'-tapes
used ranges w1dely from art to science, history to fiction, how to
cook to how to swear, and much more. Reference tapes in phonetlcs and

areas are encouraged to pract1ce in the study lab.

/ ¢

Once every three weeks, a student consults -the cataliog and chooses

a tape ‘which sounds interesting to .him. He Yistens to that”® tape as
,often. as he wishes--at home if he"wishes--taking inotes if necessary .

He then records on his own blank cassette a S5-minute rdsumé of -the
tape he has been working with, foldowed by a free-form commentary of

3-5 .minutes. On or before the due date for the assignment, he puts
his cassette into .the storage drawer marked for that course in the

study lab. The instructor picks up all the student cassettes on the
due date, and 1isteﬁs to them on his portable cassette machine, on
4 : :

2 ittt

2()3 |

jgch - machines in the _study lab can fac111tate a one—to—oneﬁ
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: semester in addition -to
average . .correction time per tape- for an 1nstrucfor with_  some'
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loan "r::m\the lab. This machine .has two tracks. :The imstructdr

his machine on the LL track, puts on his earphones, and as the st@eqt
_speaks, he corrects pronunciation, grammar and vocabulary. . At the end
‘of the résumé,, he adds persdnal comments dealing with idea.
organlzatlon ar‘p suggestlong for specific error 1mprovemén{:s.' A 'grage *

1sfglven. l \
g The 1nstruot‘0r returns the corrected cassettes to the appropr1 te

drawer.ln the study lab by a set dafe, usually a week after picking
them up. he\ag,tudéat picks up his corrected cassette and ‘listens to
the whole thi ring his voite and .the- instructor's correctjons’
s1multaneously _ -this 'way, correction  is. .immediate, “tailoged.

letely to the. 1nd;v1dual and it rewards the student. by’rp,rovmlng
pe onalized comments.\..(It is strongly recommended as’:a 'matter of
psychological tactics t'hat the instructor find, at least one posltwe

) comment to make after five m1nutes of mistake correc 1on ) v

-

‘At Guelph t.tpper level oral Lzmguage classe’s are llmlted to 10-13
students per groyp and consist of 1 hour conversatidn class plus lab
asslgnments, an 1nstructo§ often teaches more ‘than one oral group per

iterature .ard written grammar courses. ' The

¢

experience- is '10-15 minutes, - or ‘three hours per ass1gnment

»Obviously, then, ~instructos. time cart moupt up; and  even. with the
greatest enthusiasm, sitting at-a machine with earphones on is not the
most entrancmg occupation: we began by requifing orke . tape assignment
per wee}< ‘and very quickly changed to one tape every other week. < Now,
~gue to ncreased teachlng loads, ‘we q,re down to one j:age every t:hlrd
week ; . - - . ~ .

. Student reactlon to th1s method, gauged from wr1tten evaluatlons,

freedom’ of choice, place, ald tlmeE that —the method offers. Negatu?

“ reactjons have included ™Tapes ar 'borlng"'(presumably such a. studeff
_does ¢fot " bother to search for ‘an interesting tape,. but rather Just
pick# the first one), "I hate all machines,"” and "My ears hurt "

~

~Instructor reaction'is mlxed -'Everyone apprec1ates the pos1t1ve
effect of the method on students, but the instructor effbrt involved
-is sometimgs seen_as excessive, - Furthermore, simultanedus’ correction.
is .not an inMate talent of all instructors. Anyone who has attempted
simultaneous translation knows that there is a kpack to "listening -
while :speaking at the same time whl;;h some people find impossible to
master. The effectiveness of¥'corrfections may . therefore - vary from
teacher to teacher, along with their enthus1asm. Teachers' n gatlve

[ 4

A7

“nas' been gxtremély positive; students particularly- like the‘,’
.'1nd1v1duallze\rj immediate correction. Second in .importance isthe

-

A _

compents have 1ncluded - "Students are borlng howy hate machln s and

My ears hurt."

we have developéd a version of this methao adapted for  theRlEr
classes at lower levels: we call it a "comprehensron ‘exercisé.
is not part1cularly orlglnal except perhaps in two aspects: our use
of tapes' of ."nomal"™ speech (as opposed to the careful speech of.

< . 2‘:)'9 ";
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p,rofessmnals), and the spoken, free Iésumé prepared by the studerits:
(as opfosed to their responging to set- questions or preparing written
responses). Logistital considerations requ1re, unfortunately, that
the comprehension  exercise. take place in the classic language lab
_sett1ng At fixed ﬁﬁurs, 9 hours per ceourse, a tape (5-7 “minutes
~long) dis recorded onto individual casgettes. . Students are {§ge to. |
Iisten to the. tape &t their awn pace,l and- may replay it dur the *
period as often as they wish. . A ‘vocab ylary list of gifficult words is
visible via angoverhead projec oF throughout the llstenmg period.
After® students have been listeni for about a half hour there is a
- five-plinute discussion of comprehension difficulties. Five minutes
befo the end of the period, the students remove the class cassette,
insert their own biank cassette and, record a 3-5 minute résumé in
their own words. 'No notes are allowed, and ‘the proJec'ted vocabulary
llst is removed dur:Lng this time.”

-4 o : “

.7 . The 1nstructor gathers the student cassettes and listens. to them
at his- own convenience. Correction, of main points .only, is dope- 1n )
writing. Corrections and a grade are returned to the student with hi
own cassette at the beginning of. the next lab .period. The stud
then listens to.his own recording and. gompares the writgten correctlons o
before beglnnmg the next tape. Correctign time usually 'does ndt )
exceed 5 minutes per student; with classes df 20-25, this results in a 1[
‘maximum of 2 hours' correctlon/tlme p&r lab sessron ‘ ’

, Thls type of - correctron, while mdlvmuallzed is necessarrly,)
~ confined to gross mistakes; also, it is not 1mmedlate - Furthermore, |
pronunciation “corrected by written indications is far from ide4l
Still,, student reaction to tkﬁ.s modrfléd method' is good,’ though less
eerS}astic thart we haye experienced ‘at the upper levels. Insjgugtor -
= reaction 1is, very posrtlve instructors find maklng written
. corrections easier than making.- ﬁral ones,  ana the, résumé short,
- though definitely. borlrg (25 versi@ns of tHe same toplc. of m’llmlted

. scope for var1at10n) , . .. .
« ' :

Rt t beg1nn1hg of thls paper we mentloned pattern arills.
Rattern drills areused only in lower level coursas. French.gd Guelph
* uses no grow. Fabs based on pattern arills, but rafher s 1lls are .
‘done in study lab. . This gives ‘students the fréedam” to-a choose ( the ’
time, pace dnd- place for working with' thé drills. Stude t mastery of
this matemal is- tegted via regular qulzzes and exams. .“This approach
toward - patte;: @ills and' the  use of comprehensmn-type tapes is
consistent. with my view that only contextualized use- of s;;eech can

prodyce meanlngful learning above a. ce1ta1n level. \f ,

The Guelph method then, presents r‘“.stdvantages to the e rnei" Most -
1npo’r2ﬁ2tly, the student now c#ntrols several aspgCts ”’mot his
-lear ‘he. may- decide on his OWn pace, his own space and offen” R
choose his preferred subject maL@Re .This. inoivioualized control
seems to improve greatly mot iva® . learn1ng the language, and -
.this - motivation is carried over "intW¥more. structuged phases of = -
learning. . . Secondly,~ the student recelve‘s .feedback - a completely

';inoivioualizeda basi's, and almost 1mmed1ately, Unlike live oral -
\)‘ ' . ~ > ) L 21 ”) ; . o .

‘. - . e o & .
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icorrections, he may replay the feedback and store it': for future

reference. Again, this consisten® recognition of the stydent as an
individual with a particular interlanguage and special needs greatly

ericourages p051t1ve,_motivat10n one of the key factors in successf‘ul

- second language learning. l o
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PR%[II\L" ORAL SKILLS IN GERMAN INDIVIDUALIZED INSTRUCTION . b a

-

Lillian Pennington - ) .
" The Ohio State University ) . . - R ‘
o ' <o _ P : : : ' ‘
Intmduction™ .« e e
HE GERMAN INDIVIDUALIZED_' INSTRUCTION PROGRAM zt The Ohio State. .
University, like its classroom counterpart, is designed to teach al R
four basic™ language skills: ‘reading, writing, speaking, a 7
listening. Approximately two-thirds. of the students: currentl v

nat be taking .
Some student N
0 slow. A few are .

.enrolled in the program have stated that they wo

Gemman ,if an individualized trackwwere, unavailab
»* +~fear that the classroom pace might be tgo fast, or ,

insecure - about théir ability- td pa a group, that may = - .

Coptain studénts who capable of at a more rapid rate.’

However, the majority Of students enterlng ifidividualized instruction .

do so because of scheduling. This program offers them the opportunity =~ 7

to take the first two quarters of Geman without having to commit
themsedves to .a particular’ period of time each day. With the German
Individualized Learning Center open :nineteen hours per week, evenly
' divided in morning, afternoon, and evaning blocks, the student has, a
. great deal of freedom in establishing an'attendar®e pattern. S
N~ < .- e '
-~ » ' visiting the Learning Center is only one of the four components in
- “the course developed by 0SU Professor .Werner /Haas -along with Loring ° ,
~Ivanick and Arthur Krumse. The landuage \tapes specially prepared- for J N
. Individua}ized GermanN\are available at. thrge other locations on Ccadfpus
(all of which offer weekends hours angl ‘even a free high-speed tape
duplicating service).  The DECU (Deutscher Computer .Unterricht),
computer prggram created by Professor Heimy Taylof can be Used at any
"of approximately seventy campus temminals. Thé.final® compornent is, of ..
ceurse, the textbook itself. For the. 101 level;- the stext consists of .
' ~five units, while the 102 course has three units. All- of these units
v h .the same basice Yormat that includes a dialog,  grammar,
presentations with accompanying drills, and a reading passage. -While

»

Arders Gelehrt, hnders Gelernt (wermer Haas, Ohio State: 1979) has
- som@ similarity to any other intrpductory language textbook, the
', objectives of an individualized course require a different "approach to
- language learning. The bok is designed so'that much of the work can
’ done by the student <alone. Grammar ex'blanations are clear and »
recise, avoiding excessiwve attention to exceptions in the early
.stages. Each unit contains a mUltitude of exercises and most have an
' answer key pyovided. Translations ‘and glossaries. are included where »
Rnecessary. By the time the reading passage is reached, all of the,
. grammatical structures. and the bulk of the vocabulary” will be
completely familiar and.the student can competently read the.material - / ¢
: . - o t
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- v with --l-1,§:tl‘e, or o explanation required.
‘ 4
: The l<ast element of each unit 1s a self- test\T"S ) thsgt ‘

ce, this (is a-mastery-based course) students are aware that/-the

'nimum pasSing grade for. a unit 4s 80% “or B-. Thereforey t
Selbsttest serves as . an ,andlcatd'r of rea% ss for the Actual
L Achievement Test. (If-a student has’ made few isits.to the Center and \

Yeceives a low grade on the Selbsttest, it\is a warning that more time
y needs. to Dbe spent working with th® material or that 'the studept
" requires . additional explanatjon. or . clarification from the
. instructor.) As soon as the stldent is ready, the Achievement Test
may be taken. It has a,written and gn ¢ral sectlon. Ia the oral
test stuqents will demonstrate that they have mastered, (grammar and
- vocgpulary”and “can convey loglc_:al spoken responses to/questmns or
hy hetlcal situations. : -

1)

i - ’ T s

his brief overview .of the course material ingicates that the
student is responslble for the great majority of the work that is
involved }n learn1ng German in our program. This is not a tutorial
-system .where the ’ instructor selects ‘the assignmepts to fit the
N 1nd1v1dual’ student's: need Every student in the program is expected
to attain the ‘same specif c uriit goals that parallel classroom goals .
' of competence ,in the four basic language skills. Student freedom lies
3 in how the s '‘udents choose to reach these /goals. Homework in its
stanterd form- does not exist, for example, and no qu1zze's or other -
interim, graded work is requ1reo before ‘the Achievement Test.  The
Selbst‘test score is recorded but does not affect the fihal grade of
' the-unit. The students can. pix and vary the amount 'of attention they
C -devote to eachiof the course components: the ‘extbook/l tapes,
computer, and attendance in the Learning Center. . O -

% . “

-4 R While a few students (e.g., chemistry maJors) may“be int rested §n
concentrating on reading and others - (e.g. voic .on
pronunc iation, ﬁost students simply yant to "learn German." /) This

- means that they want to be able to xead on at least\ an -elementary
level, to write short passages in a dorrect and accepta style’, and
v to understand and speak on a conversatlonal level with some degree of
~ tonfidence .in their propunciation, syntax, and vocaoulaﬁ\ ‘For the
most..part), students do not come to the individualized program in hopes

T of escaping the necessity to speak ,or read or write; the few that may
.~ . have bad that initial impression 1nmed1ately discover that as in thre
classroom, all fou;l skllls are taught. ‘ '
Tne speaking° skill T “

student-instructor contact 1if the materials have been designed
.correctly and the stugent is self-motivated. Listgning ability can be
enhanced with, tapes, ‘radio programs, records, fllms, and so forth.
Again, the critical factor is student\motivation and discipline .tor
-self-study. The‘foorth skill, speaking,)however, cannot be learned by

. Q Reading and writing skills can be developed with a' minimum of

-t .'I/
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students on their . Speaking '\i\mp;li_es a listener, and at least two
people are required .for that. 40nly 'througl’(s cohtact with a  speaker
~already” proficient ip thé language can a student learlkcor}ect

pronunciation and,al‘ccebtab;e speech patterns. >

-

»

In a, typical classroom, students’ leafrﬁ:o Speak by repetition.
The instguctor presents™a dialog, one segment at a ‘time, and the class? ]
repeats i groups or_.as . individuals| ¢ Wwhen af grammar element ,is .
presented ( the class”-will gefally prdotice substitution or pattern' -
‘drills.. with a reading gssage questions ahd answersgcan be used to
provide oral '(cticel. e -dnstructor, depends bn "the day-to-day ¢
d dMlls to instill proper prom ciatipn and usage. Each
t speak.only a few minutes each day individually and a few. -
more in choral or ~group ™ork. If an instryctbr uses a System of
pafring ‘up students, .a given studentimay get a- few moPe~minutes of
practice b,k(lt may not be working with ¥ _experienged speaker or s
listener\ Nevertheless, the daily opportunity to speaks especially if
the student Js motivated tp work with tapes as well, does provide-most
students in\>the classroom track with acceptablg orals skills. :

. IndividL}alized ingtruction confronts . a/ vari€tys of problems in - .
‘attemgiing toe'feach siudents to speak.  Thef student is more -dependent - L
'o%ggpes‘ for exposure to the language, Since. there is no'daiiclass, T
students .do not' receive constant reinforcement, not even fgr{ a few k
_minutes. visits Yo “the Center sometimes occur at ~irregular
intervals. “Between one sessign and the next sufficient time may have °
eliapsed for the student to: fo g"et‘ier to develop bad habits. . ° 5

- Once the student does come to the ter, ‘the .instructor must )
determine how much time,can be spent with ®ach. individual. Because °
students come in at their convenience and scheduling usually permits
no more than two and occasionally only ome instiuctor to be available
at any giveh hour, a waiting line of sStudents an develop _pn some
< days. Although né rigid formula \is followed, during such times anq
- attempteis made to limit work with ‘each student to no more than twenty N
.minutes. Those students still -needing or desiring additional contact |
- with an instructor are encouraged- to' come during the less frequented ‘
hoyrs and jto return to the Ce;} r as often as possible. .

-

s In each chapter, the text specifies three pofht-s when the wsh:ijent
¥$ advised to see an instructor. However, some students will complete
~all the work in the unit and condensé their time in the Learhing
_Center to.one visit. While.this is not recommended it often occurs, ‘
~and the \@ructor must be prepared when it does. Since students do
not always™wark with the same ‘instructor, each ora practice must, in
a sense, be self-contained bécause a specific fol ow-up session may:
not be possible. Thus, the constant challenge to the instructor is to
make . optimal use of every session knowing that ny students will
attend the Center only two or three timés per unit. .- .

In providing orél practice instructors must make decisions in two
areas. First, they must: be flexible enough to prgeide short- oral
practices for the frequent visitor and, by contrasty to select the ¢
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'to do Jjustice to the materi

_mos critical aspects t should be coverge -with students Who witl

only one or two sesslons before the. Kchrevement Test. ' Second,

¥nst ructors musy{ also devel;}%e sense of timing that‘will &llow them
.and the student's needs while belng

aware of students who may  be waiting. _ ’

-~ )

The, tdtbook\s offer a- gpod Dbase on which ,to burld the oral
ctlce sessions. Most of{ the units are cefnstructed around. a
fic theme. This structure has several positive implications:
see the same material in,a variety: bf fomms' (dialog, reading
p sages, and grammar drills) and they thus become very: familiar with’
it in working through the unit. More importantly thePrature of the

. topms attragcts student attention because the topic re contemporary,

rous, -or present. ideas that are)-open to dehate: while Unit/Two

deals wikh tourists and situations they may e unter, for example,.
Unji e -look§ aty the - German phenomenon. of Heiratsannoncen
("mpar e ads"), and Unit Four considers the problems of couples
li?ing,_ ether. : : - . .

In short, the text not ’only provmes forr\;learnlng vocabulary and
syptax but also provokes opinion. This ‘mcreases the possibilities -
. for conversatron, in that the stugents can react to what they read.
“4For example, in the hird unit a studerit can read and distuss various

Heiratsannoncen; then one can find out whether* the student for or
against trem, whether he -or she would consider wrltlrﬁone or
regfonding to one_ and why, what one might .write in such a case,

how the " ideal parthmer would be descrlbed in a Heiratsannonce..
material has received favorable responsey Some students like the
topics, some find them of f-beat ot comical, but no one has complained
that  a = topic is boring. [ The program freguently attracts
non-traditional stugents, and they also find the topics appealing. . -

The invertgh pyramid

{ . :
No matter how good the prepared materials may be, the critical:

factor in, teaching oral skills is "still the  instrucfor. In an

individgua¥ized program the instructor must be concerned | not merely
with a thorough knowledge of the course content buty also with

- @Bficient interaction with the student to produce the most ‘beneficial

results. The key lies in an -inverted pyramid approaéh (see Figure 1)
that can be applied whether a student afitends the Centgr once per unit
Or once each day. Z

The bedrock of speaking skills is pronunciation. In every session

the 1nstructor must provide a proper model for the student, correct

errors, and encourage- continual refinement beyond the mininum
acceptable level. Many students tend to become careless when other ™

. Comsiderations: such aswcomplex grammar require their attention; thus,

the instructor must consistently demand =@ the best possible
pronunciation. Reading & short passage aloud is one methoa to check
quickly for. problems. ,

'

¢
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- The next layer of the pyramid has t»&o blocks. The imstructor must -
-det ine whgther the student [gas mastered the grammar and the active
vogabulary of the unit. The first of these Qlocks can be reviewed oy
means of pattern drills. »@cabulary can be monitored by questions and
answers or translations of short sentences. For example, in Unit Two
the student .is asked to give various commands suchr as "tell me not to
moke," "tell me to read the Qook, " and 'so forth.' Majér demands are
laced on 1nstn_Jc/tor rﬁl this process; They ;ust have a thorough
knowledge of thes seqye ' ¥ON and vocabudary and
: / SLgtable pattern sentences and
/:\ est i ..~ Tee- less \instructoIs ‘rely the textbook or notes for

ctices, the more awarel students becomé\of. the spoken nature
of the language.- Ideally4 even 8t this stage students “can feel they
tRey are taking in a conversation because of direct eye contact

with the instruct T and hogepehdence from the written word.
\

After the student has emonstrated competence on these two levels

~ the next step can De~maded Exactly when the Rransition should occur

- i each sefj}cn is a ma&t T of the _instructor's Judgment of student

. progress a readines In .some cases the Jinstructor .may feel it °

. anmaln 0 the second level or even to concentrate on tre

.« firs hi awing./in some grammar and vocabulary. At other times

' the Amount of practice on the first two levels may bd& minimal. In

- - either instance, in .moying to the third lgvel neithgr of ‘the first two

: steps is consequently ignored for the. remainder of the sessmn
However, the focus does change somewhat ; ‘

. Students are encouraged -at this third¥evel to respond towthe
material, expressing what they know and ultlmately what they thjnk.
+ The instructor must evaluate just how much precision in syntax ana
pronunc1at10n can be sacrificed., A balance must Ube. mamtalned to
prevent (rassive encouragement f:)Qad habits ~or--over-cqorrecting that

tends to intimidate and 1nhu7%3the ‘udent/» The de\gree of flexibilty .

* varies, but we makg an effort keep our/ standards as consistent as-

~ ~ possible to awoid the impression th ne instructor is toUgﬂer or
‘ more lenient than another. The posm% tles for convexsatlon on this
.level range £ 10m simple responses to q estlons based on the material,

to discussions ot the nature of the "topic, paos, and -cons, and
conclusions to be drawn. The instructor's goal .is @ spend as little

time as possible on basic responses and to concentraté instead on the
student, who. is usually most 1interested in how the material could
concelvably apply to his or her own life.

¢ .

If the instructor has successfully guided the student through the
two lower levels, the student should feel relaxed and confident when
the third- level of the pyramid is reached. At this level: a’ i%n

o

- individualized-program instructor will, bring a healthy dose

patience ard good serise of humor into play ano shoula exhibi

sincere interest in the individual. (These same ingredients are,
af'ter - all, some of the key elements of any good conversation. )~ The
discussion should not consist of mechanically personalized questions
but should accurately reflect the involvement ofje two ingividuals:
the instructor and the student.  Most studemts, because of th

v - . '
[
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_ _217. | ~




$

A

. | 223,\. / . 1

»

‘pne-on-one contact, view the instructor as a frierd and often
‘%ontaneously share--in t target language--information about famjly,
romances, hobbies, or (sqnething of personal importance,. With this

> ~sortu£) interaction Yheref axé no disinterested class mempers tqQ worry

The ,personalized tte‘ntion given by the ipstructor.gains the -
studentds confidence and ‘creates an atmosphere . in .which even .Shy
students will usually ‘feel comfortable. Again, the instrpct must

shQw., a genuine interest in the othel;/ person _in prder ~have -~

successful, ora{pracmd sessIan.f A
et N' ' ‘
N . ‘

In » every smgmlp practicey fwom tne very first one, the,

instructor)s. goal is “to reach the third  level quickly while never -

neglecting’ tikg, two lower levels. It is poss.1ble in the first session
with.a stydemf who has never had German ,before to discover whether - the
student okng a.car, what Sports he or she plays or what activities arg.

L enJoyed.‘ Students can describe’ themselves and what they.. think are °

comhon Clichés -referring. to Americans, Gemmans, and Alstrians.

Beginning with Unit OMB, the student is exgected to anSwgr qdesb;ons,_-

to ask questions of otners, or .give comaraf s they gbntinue, toe
students learn to build upan @ basg of resp,gnses and to

explore their growing knowlegga of- German to meet individugi needs of .

self-expression - In short, .the, student: is taught:' to speak Gemmdn in
the context of personad responses ‘and learns to become self-reliant in

the new language. . K P .
. . ‘ . . A r
T . : ,
Conclusion - )y L B . O
5 - L D

The purpose of this paper is not to proclaim superig
indiVidualized appjyoach. The coulse " does provide, -
legitimate dlternative for those students who need a! ndm:
method @® learning German. Moreover, the individualized p
not sacrifice a comhitment to teaching all four language skills? such
a program does not have to content itself with imparting minimal
competency .in oral<skills. It can. successfully give students a sensge
of confidence and independernce that Jhey carry with them to the third-
and fourth-quarter classroom track:courses and beyond. Students can

and do make the transition from the individualized to the classroom

program wth ease. i « - !

‘German Individualized Instruction at Ohio State does not pretend
to have all the answers ta_ teaching oral skills, but what we trave done
so" far setms to be working for our stuaents. Moreover, they

. frequently tell: us how much they enjoy learning German with this -
.;method. Instructors are constantly exchanging ideas and trying out

new techniques to improve oral practices. The demands for creativity
and good paci are intense, but instructors readily agree that the
resu-lts reflected by happy and competent students are well vorth the
effort. . _

L
. !
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THE DEVELOPMENT OF AN INDIVIDUALLY PACED POLISH PROGRAM AT THE
UNIVERSITY OF WISCONSIN-STEVENS POINT
“Robert F. Price ' . K
University of wisconsin-Stevens Point
/ .
/

. o ! .

IN THIS PAPER I WOULD like to return, with thanks, the encouragement I
received at the First National Conferemce oOnN Individualized Language
Instruction. At that time I was beginning work on such an
;r\dividualized program for Polish to fit the ratherespecific needs of
.our campus. I-will summarize the practical steps and decjsions taken
on the way to - implementing a second-semester, individually paced
course in introductory Polish. Hopefully, thi description of the
preparation of our Polish program may be instr ve to others as they
develop curritula for th: .ess commonly taught languages.

Stevens. Point, Wwisconsin is situatjed in a rich agricultural area,
formerly the bottom of prehistoric ke Wisconsin, in the geographic
center of Wisconsin. “Ihe town is named after a certain George
Stevens, who made the original survey of the area in 1838. The
majority of the settlers who-came for the next 100 years were Polish.

when I was appointed to teach Russian at the University of
wisconsin-Stevens Point (WW-SP) in 1972, I was surprised that they did
‘not insist on a background in Polish; I was also relieved, since jobs
were scarce that year. As we all know, ethnic groups have not always
pbeen interested in studying, or even recognizing, their heritage; this
was the case with much of the Stevens Point area Polish population.
Furthermore, staffing difficulties had made it impossible to aad
offerings in Polish. to" the reqularly taught. languages at the
university: French, German, Russian and Spanish. . :

with the strong support of the Department of Foreign Languages and
Comparative Literdure and constant efforts to improve the faculty,
all of the regularly taught lanmguages at WW-SP have increased in
enrollment over the years. - They registered a 10% gain this year over
last. We have been.able to add a mini-sequence in Chinese, with
alternating .first- and second-year CcOUISES, and independent reading
courses; this year we were again able to indulge in the luxury of 3
course in New Testament Greek. By the fall of 1978, stafting problems
had eased sufficiently for the chairman to suggest that I initiate a

program in Polish. -

‘After discussing various options, we elected to develop a Polish
course that would answer the requests and queries of local residents
who, in contrast to past attitudes, now desired to promote ethnic
awareness. A strong start had already been made in some areas, but
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. actual language gQurses in Stevens Point were limited to an occasional
offering of convAdrsational Polish at the branch vocational and
technical education)campus. Many| faculty felt that there was a need
for an académically oriented lish language .course. JBudgetary
- constraints precluded adding faqulty for the purpose off teaching
Polish, however, so Mark Seiley, the department 'chaimmdn, and I
determlned that we would develop/a second semester coursd to enable
students who had completed a first semester of Polish in our already
established program in Cracow to “complete - their general ‘degree
requirement of one year of a foreign language. (This language

requirement, incidentally, applies only in some tol and may \be
satisfied by two years of high school study of a foreiln l uage. )

Since my academic year is taken up with our Ru551an program ¥
leaving no time for such a major project, we established the
objectives of selecting a text, making materials, and recording master
tapes for the program, by the end of summer 1979. The next step was
to seek some #funds for the program, for recording, travel, énd
swplies, ag well as staff support in tems of summer salary.

The university's Office of Experimental Studies and Innovatlve
Programs was the first to come to the assistance of the project: it
provided some . funds for travel and supplies and to hire a native
speaker of Polish to, record tapes once-the materials had been seélected
and prepared. with® this help,\I was able to acquire textbooks - ftor
consideration and to travel to the university campus at Madison to
consult with the Polish instructor there. Further assistance came
ffrom t dean of the College of Letters and Sciengg, who fade it
ossibl€ for me to attend the First Conference on Ind duglly Planned
Language Instruction held in- Columbus, Ohio, in May, 1979.

A major conmcern was to select a suitable textbook Since UW-AP
hasz text rental program, the cost of the textbook to the student

0 corcern. It was important, however, that the textpook /be
available without undo travail, and that it follow a cohe and
fairly simple lesson plan and course of study requiring little faculty
,guidance. Further, we decided it should cover the normal patterns of
daily conversation without demanding heroics of  vocabulary
memorization,, and should concentrate on useful . pattern repetition
rather than on the learning of grammatical rules or feats . of
translation. If possible it was desirable that there be tapes or
records of dlalogues and other materlals ;

A number of texts were considered, 1ncluding Schenker's two-volume
- Beginning Polish, Swan's Concise Grammar of Polish, and two texts
printed in Poland: Jezyk polski dla cudzoziemcdw, publlshed by the-
University of Warsaw's Studium Jezyka 1 Kultury Polskiej dla
Buozoziemcow,- and Mowimy po polsku, from the Wiedza Powszechna
publishing house.l After consultation with Mrs. Lilian Vallee,;the
Polish instructor at Madlson, I parrowed the field to the, two texts
from Poland. The first, Jezyk polski dla cudzozremcow, seemed
advantageous for several reasons. It is the one used by the Cracow
program language instructors, and hence was already familiar to our

- )
R20
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students who had taken P'o“lj:sh 101 there. It consists of drills and
transformation® exercises, and it is oriented toward repetition and
gradual expansion of structural :.diverstty,[ rather than toward
descriptive grammar or translation exercise For our program,
however,, _j?yk polski dla_ cudzeziemcéw had se ral major drawbacks.
First, it is entirely in Polish. Since our Polish course would have
to fur\otj.on with virtually no staff, a text comkaining concise English
introductions to structura concepts as they are encountered in
lessgns seemed preferable econdly, Jezyk polski dla cudzoziemcdw
presented much more material than we would. ordinarily require in a
flrst-year sequence, and it did not seem that we could expect more of
the students who were working through an individually paced program
than we require of, for example, first-year Russian students. Next,
* no tapes.or records were available, nor was there a glossary in the
‘text or a companion dictionarw.  Finally, availability of the text was
uncertain. (Our students’ returnlng from Cracow were not permitted to
keep their. Polish books. One ‘had managed to exit with his rather
bedraggled copy of Jgzyk pol,skl dla cudzqziemcéw, but apparently the
‘text was out of print and the Cracow ')mstructws were trying to
congerve their supply. Thus 1t .seemed .that no steady supply of the
text. could be obtained.) ,

“The alternative, MOwimy po polsku, also had its positive and
negative points. This text is somewhat simpler than might be desired;
the explanations are very brief, and they do not follow the order I
have become used to in my Russian t, Stilman and Harkins'
Introductory Russian Grammar.® On the other hand, MOwimy po polsku
covers the structural elements we would wish to include 1in an
mtroductory course, It covers the forms and uses of the cases in
_POllSh (For the non-Slavs among us, these are the nominative,.
accusative, dative, genitive, instrumental, locative, -and vocative,
f# singular and plural foms.) It also includes past, present, and
tdture verb tenses, imperative and conditional moods, and some time
expressions. Enclitic and non-enclltlc fomms of pronouns are also
presented, along with other idiomatic structures. The book also
contains a key' to the exercises, an appegfdix summanzmg grammatical
forms, and a Polish-English glossary
also an English-Polish glossary, Mowimy fpo polsku came the closest to
fitting all the criteria established fom, our Polish 102 course.  Each
lesson begmsclth two or three conversgtions, followed by grammatical

) idi and < expressioefls, and exercises.” ‘As a
motivational Donus, - hene is a simple, 1nor-key story about the work,
travel and diversions, courtshlp and marriage of the Polish couple in
the book, Adam, an engineer, and Ewa, fa doctor. While it is no high
drama, the unf«oldmg story accompghies language development and
provides an extra reward. There is accompanying set of records of
the conversatlons, .complete with sounp effects. The posﬂ:J.ve features
.of Mow1mypo golsku made it appear tof be the best choice. :

- The matter _of artlculation was flso considered in the process of
choosing between Jezyk® polski and wimy po polsku. Since the student
would have started with Jezyk polski in Cracow, logic might seem to

dictate that ‘he or she be ‘allowed -to continue in that same book. The
\ .

hile I would have preferred . -
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supply problem, however, along with other drawbacks, seemed to '/
indicate otherwise. Since Mowimy po polsku'‘is relatively brief, I
i decided that the student could use the earlier chapters for a review ;

of the structures presented in them; this review would algo assure -
that the student was acquainted with anything in M6W1my po polvku that

had not been introduced in the Polish 10l course in Cracow. Also, a .
period of at least fgur weeks would have passed since the student let't
Cracow to return home for the long break between semesters. A review

was thus very desirable, and by perusing the early chapters a studeﬁt
would also become acquainted with the/mlnor story line of MOW1mx po~

polsku. ‘“
. ' PR
While the text was available at an acceptable price from a local (tv
Pole who deals in books as a sideline, it was much more expensive "

through him that it would be in Polana. - It happened that my natlye v
- speaker of Polish, Mrs. Gena NUmsen, had a relative in Poland who was

happy to send us the texts in quantity, at less than half the cost

charged by the local, dealer. As the book suggests, we put the

conversation recoraings on tapes, and Mrs. \Numsen recorded the

additional materials that we prepared together. I wrote directions

for doing exercises, questions reviewing the vocabulary and structural

corcepts in each unit, and dictations with the same purpose. Theh

Mrs. Numsen checked the accuracy of the Polish.

/ Each lesson begins w1th the recordings of the conversations.
There is a brief explanmation of the grammatical points being covered,
" then pative pronunciation of the examples given in the book, with time
for the students to dimitate the models after each word. The exgrcises
in the text fol , with cues, pauses, and correct answers. Next .
there are questions reviewing the structural points ana the content of 5,
the lesson, followed by pauses and a correct answer to each question.
Finally, the dictation is read to the student in varying ways three

. times.
“ y ’ g
‘ The tapes were recorded on a Panasonlc portable cassette recorder {f
R@-4135; or on a Wollensak model 2620 desk-top recorder, in the

recoroing booth of the language laboratory. While this equipment is

p by no means sophisticated, it provided what I regarded to be adequate:-

" reproduction, particularly in.view of the fact that the students would

have received live Polish instruction and spent three months or so in

Cracow during the first semester. After recording several tapes, I

" took them to Madison to get Mrs. -vallee's opinion of their fidelity

.and the accuracy of the Polish. She agreed that in both regards they

\were of high quality. Accordingly, Mrs. Numsen and I completed the
rest of the lessons upon my return. i

' The 1ndlv1dually planned course, Polish 102, is now completed.
(Time permitted us to prepare the same sequence of materials for the .
entire book, so that in theory, a student can do the entire first-year
Polish course on an indivigually paced basis.) The tapes are
available in the language laboratory, and copies of the questions that
are not in the text and of the dictations can be obtained trom .me.
The program functions without staft belng employed on a.: regular
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basis. This is  possible perhaps because .Mrs. Numsen is eager to
. promote the 'study of Polish and is willing to answer any questions
that I cannot. (I do not pretand  to be able to .offer extensive
vocabulary or model pronunciation, but my rudimentary knowledge of
Polish and general knowledge of Slavic languages enable me to explain
the simQ,le struci:unes introduced i@ Mowimy po polsku without problems.)

The development of this program cost the University  of
W1scor)sm-5tevens Point approximately $2, 500. while it 1is intended
primarily for those W-SP ‘students who have participated in the
semester program at Cracow, others are welcome to utilize it. Last
spring, the textbook, materials, and Mrs. Numsen were employed for-an
introductory course in conversational Polish which enrolled 33
stude‘ ts from the campus and the community. Some of these students’

gpow participating in the Cracow semester, so their progress in

Ti\sh will be interesting to observe. ' -

-

. . T

Notes
lplexander M. Schenker, Beginning Polish, Rev1s’eo Edltlon'
Volume One: Lessons, Polish-English Glossary; Volume Two : Dnlls,
survey of Grammar, Index, Yale University Press, New .Haven -and
London, 1973. Oscar Swan, A Concise Grammar of Polish, ,,Un,1ver51ty
Press of America, washington, D.C., 1978, Teresa Iglikowska arfld Lidia
Kacpfzak, Jezyk polski dla cudzoziemcdw, Wydawnictwo Uniwersytetu
Warszawskiego, Warsaw, 1978. Waclaw Bisko, Stanislaw Karolak, Danuta
Wasilewska, and Stanislaw Krynski, Mowimy .po polsku, A Beglnner s
Course of Polish, Panstwowe Wydawnictwo Wwiedza Powszechna, Warsaw, -
1977. T . - ]
-y, Ve . : . ’ )
. 20f these Dooks, two are newly prepared and two are .older
editions: Barbara Bartnicka and Danuta Buttler, Jezyk polski dla
cudzoziemcow; Cwiczenia  leksykalno-stylisticzne; 1978. - Barbara
Bartnicka and Roxana Sinielnikoff, Sitownik podstawowy jezyka polskiego
dla cuozonemcow, 1979; witold C1enkowsk1, Gramatyka jezyka polsklego
dla cudzoziemcOw, Czesc II, Fleksja (z cwiczeniami), 1970; and wxbor
tekstOw na uzytek lektoratow jezyka polskiego dla cudzoziemcdw, Czesc
I, selected and edited by Cezary Rowinski, 1972. All were prepared by
the Studium jezyka polskiego® i jultury polskiego dla cudzoziemcow,
also known as the Polonicum, and published by the Warsaw Un1ver51ty
HJollsmrg House ‘Wydawnictwo Uniwersytetu Warszawsklego. -

. 3Gallna and Leon Stilman, and William E. Harklns, Introductory
: Ru551an Grammar, Second Edition, Johr¥ Wiley & Sons, New York, 1972.
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_ SELF-RACED INSTRUCTION IN' INTERMEDIATE RUSSIAN

-Anelya Rugaleva o . ’ ' ’ .

" . The Ohio State University y '

L)

levels (six academic quarters) are now available in the. Department of
Slavi¢ and East European Languages and Literatures of The Ohio State
University: Elementary Russian 1 and 2, and Intermediate Russian 1 - .
4., The first four courses were discussed in detail at the First
National Conference on Individualized Instruction in Foreign Landuages
(May - l979), thus, here 1 shall concentrate on developments since thaq
p, time, i.e., on Intemmediate Russian (IR) 3 ana 4. .
G
! Intermedlate Ind1v1duallzed Russian is a self-paced, mastery-based
(with  ra m1nimum “y- of 80% proficiency), variable-credit,
instructor-assisted course whxch also offers some choice of learning

activities. Adherlng to the policy aaopted 'by the Department for the .

preceding ividualized courses, the -same, basic text is utilized in,
both the dElas sTuom  and the individualized" tracks in order to allow
relatively eaSy transfer from one track to the other. The text,-
Making Progress in Russian (a 2ng_year course) by P. Davis and D.
. Oprendek! consists of 18 lessons and two reviews. Each lesson
contains a short reading selection, covers several grammar points and
provides some drills and exercises; each lesson also has a section on
word formation, and concludes with a speech practicum. = One half of
the text (Lessons 1-9) ‘is covered in IR 3, the other halt (Lessons
10-18) inm IR 4. (The two review lessons conveniently fit this
‘division.) Textbook work amounts to about 70% of students' time,
while the remaining 30% is allotted to supplementary extensive reading
in IR 3 (Tne Littlé House in the Swamp?), and to llstenlng and
speaking in IR 4 (the film series Snhurik, Vasya and the Vérb> ) :

In addltlon, the student is provideo w1th supplementary materials
deS1gned Spec1f1cally for these self-pacea courses.4 The supplement
for each course is divided into five units; each unit is worth one
credit hour and covers two lessons from the text (the last "unit in
each course covers one lesson and a review), and about ten pages of
reading in IR 3, or one 20-minute videotape in IR 4. The unit
includes a learning packet-and answer keys. = The learning packet is
arranged in the format of an activity schedule: a step-bDy-step study
guide with specific instructions of what to do to complete each unit.

The directions refer the student to the .appropriate chapters in the

text and exercises; they also include suggestions. and hints on
learning strategies and techniques, provide supplementary grammar
explanations, drills, exercises, charts, readings, picttiires, cultural
and” historical comments, etc. A set of .nine tapes accompanies IR 3,

224
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each tape containing the 1eading selection- from one lesson of the
text, recorded with pauses. There are no tapes for IR 4, and the,

- textbook reading passages are not included in the units; the work with
the  videotape more than compensates for the omission. Thus, the two
courses, while devoting the major portion of the time to grammary—
emphasize multiple skills. '

. The reader The Little House in the Swamp (IR 3) was chosen
primarily for ifs consistent recurrence of vpcabulary items, the
abundance of verbs of motion, ~@hd the Tast moving plot. .These
featyres make the story easy to retell and ensure retention of the
lexical material without forced memorization.  Although® the main
objective of the reading component in this course is vocabulary
buildup, reading-for-meaning skills have also been kept in mind;
-specific activities have been designed to help the student read
Russian with greater comprehension and with a minimum of dictionary
work. : -

The objective of the videotape work (IR 4) is to help the student
understand Russian spoken in various situations by native speakers at
normal tempo. The student is expected to understand what is going o
in the film, what the characters are doing and what they are saying in
certain situations. 1In first unit of IR 4 the students are only
supposed only to read about the characters involved in all four films;
the remaining four units include viewing onme film each. The films are
built around the following topics:- "Family," "City," "Work,"
"Recreation." The scripts of the tilms are available for the
instructors, but are not given to the students. THe units contain
vocabulary and cultural notes, questions ang exercises. The student
is asked to view the film one or more times, to answer questions on
its contents, to identify characters who are saying given phrases and
to describe the situations in which the phrases are uttered, to write
the missing lines in excerpts from the script, and to provide oral
.responses to various colloquidl expressions (invitatiohs&«;reqUests,
etc.)., S r 9

Each IR 3 and IR 4 unit concludes with a test consisting of two
parts: part l covers grammar and comprises 70% of the grade; part 2
is on the reading or the videotape material ang is worth 30% of the
grade. The minimum.passing grade is 80% for each part. There are no:
- fipals in the individualized courses since each unit test is
. cumulative. '

The stu s are introduced to the program individually. During
the first visit, the student receives an Oriéntation Packet which
explains the administration of the program, testing, grading, and
adjustment of credit procedures, and describes the materials and the
Jearning center., The students are cautioned in advance not to be .
overwhelmed by the lengthy learning packets: the oriengation towards '
irdependent study time without the presence of an instructor results
“in heavy reliance on writteh explanatior®, These explanations of
rules, learning Hints and suggestions, ref:;3pces, etc., are included
in activity schedules and answer keys and pla fﬁé{fgii/of the teacher
in a classroom situation. X »
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1p. Davis and} D. Oprerdek Maki% Prog!e\ in Russian (a 2nd
yedr course), New York:: John Wiley a ns, ’ . .
2. Ryss and L. Rakhimov, The Little Holde in the Swamp. The . 6
Russian -Packet. ' -Baltimorg:  Friends School (5114 N, Charles,” &

Baltimore, MD 21210), 1968 . \ , :

3shurik, Va’sJa i ... glagol (Shurik, Vasya and the Verb). The
scripts for the film are found in Korrektirovochnyj kurs russkogo

jazyka (A Corrective Russian Course). "Moscow: Russkij jazyk, 1978. ‘C/

‘*A. Rugaleva, . Intermediate . Russian ., Indivigualized
Instruction and Intermediate Russian 4. Indlvidua’mLzed Instruction.
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INDIVIDUALIZED INSTRUCTION AT CALIFORNIA  STATE  COLLEGE,  SAN
BERNARDINO:  "WE MUST BE DOING SOMETHING RIGHT." :

Mireille Rydell:and.vivien Bull (;://L\\ '
California State College, San Bernardino— -

e
A .

ED I .
~n i

TO UNDERSTAND .THE SYSTEM QF individualized instruction at California
State -College, San Bernardino, it is necessary to know the nature of
this college. It is a small institution where at least half of the
‘students work full-time. 'Eew live on campus; many commute from as far

“away ap 75 or even 100 miles; they usually preE?f to attend classes

anly twice per . week durimg the day or limited tifgs in the eveningg.
‘The French # department is small and 1in constdnt competition with
Spanish--which 'is naturally the more popular language in a bilingual
state. We have ‘no graduate students to help teach in the program;
almost everything must be done by the, faculty. All these factors had .
to be considered in setting ugxa self-paced program.

t .

The system works as follows: n;\ class group meetings . are
arranged before registration. When students r gister they are asked
to write down their free hours s¢p that we can arrange group sessions.
TThe hours for these meetings age arranged the following day.
Thereafter,” students may attend any session .they wish and as many as
possible; they meed not attend the same ones each week. The only

requirement is that they attend class at least once for each unit,

before taking the unit's written exam.
e .

Methodology ¢ : ’
Ours is a modified form of the direct method, in that the teaching
takes place in French; the modification is..that new concepts are not
acted out but explained, if necessary (though it is f%rely necessary),
in English for e sake—of speed. Students receive a study guide
which tells them gxactly how to proceed. They are asked, for example,
to disten to tapes and to study the grammatical concepts before

- coming to a class. The class’ session is highly important in our

_program. In actual fact, however, it is impossible to make attendance
>0

& bligatory. (Students are told .that they must go to class at least

one time per unit or their grade -will suffer.) The purpose of the
class session 1is to test the students' comprehension of the
.grammatical structures through oral questions.
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The students attending any given class meeting are usually
studying different units. This would test severely the instructors':
ingenuity without the special materials that we have prepared. With
these materials, however, it 1is possible to conduct the class in
French (except for grammatical explanations given in English), to
cover the material of differernt umits, and to personalize the language

use so that it may be suited to the quick learner as well as the slow,

to the extrovert as well as the shy student. (There are many shy

students who have said, "I could never have had the courage to speak“

like this in front of a large class.")

In odr program the groups are always small because of the
necessity of offering a large' number of sessions: to meet the
tudents' schedules, classes must «be offered at many times of the
ay. The average number of students in a class at one time ‘is six,
“of'tén less, rarely more. This means that in spite of attending class
only once a week instead of the usual four or five times, students

‘have as much chance for oral practice as thosg in a traditional class
" format. All oral questlons are of° a personal nature, using the

vocabulary of the given presentation: we find that students are
easily bored by questions on the written text, but personal questions
make the language come alive for them. They get the idea that
language is really a means of communication. * (This -is particularly
vital in a self-paced course where sg much of the work is done
independently.) The questions we use are equally suitable for a large
class or for a class of one. (In most texts, questions assume the
existence of several other students.)

Of course, any idea of conducting drills or of reading the text of
the unit during our class session® must be abandoned. Such activities
have their place in a regular class, but 'in a self-paced session there
is not enough time. The students' knowledge of the text is tested in
another way (through the lab tapes) and they are encouraged to
practice verb drills on their own. Many students who commute
considerable distances listen to the tapes in the car or record their °
verb drills while they drive. The chance of doing hbmework while
driving is much appreciated; it may be said that this could be done in
any class, but it is the independent attitude which the self-paced
stuoents acqu1re, once they realize that the learning process is up to
them, which gives them the motivation to turn off the music and turn

te

Grading and testing o | o

The program is really self-paced, in that slow students are
allowed to take an extra quarter to finish if they really need it.
They_ receive a "Satisfactory .Progress" grade and continue without
pena}t(é~ In this way we adhere to the principles of the Keller
theories. Written and multiple choice oral tests are wused to
determine the students' readiness for the next unit. It is, however,
the students themselves who decide when they are ready to take the
test. Sometimes they hesitate a long time over the first test, but
when they pass it they gain confidence and progress more quickly.

) . 22:3:3 €
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Materials S ‘

The main source of materials is, naturally, the textbook. There

is no book on the market specially oriented toward self-paced
learning. In some books too much material is presented in each’
lesson; the student cannot possibly assimilate it at once by himself.

h In other Dbooks the grammatical "explanations in French are too
elaborate and too complex for the .student to understand on his own.

s~ In many cases, the various parts of edch lesson, text, grammar and
exercises are not. well connected. It became apparent that a text

. ,specifically suited to the oHjectives set for self-paced learning was

needed. This is the -origin of our own book.
| 4

The book is divideqg into 30 lessons (10 for e4§h quarter, 15 for
each semester), Every %ESSOH is divided into 3 parts (A, B, C). Each
part is self-Gontained, and offers a presentation, an explication
(grammatical explanation), and written and oral exercises. Students
tell the instructor when they come to class whether they are ready for
Part A only of Lesson X, Parts A and B, or the whole unit.. Questions

" are then adapted accordingly by the instructor. As nofed, except for -
brief explanation of grammar points, no English needs to be used: thex
teaching process is done entirely through questions and answers.

Part A of each lesson is considered a transition, -with revieﬂ’of
previous materials <leading into the new. For instance, for the .
introduction of the imparfait (imperfect tense) a sentence in the
present is given and contrasted with one in the imperfect tense (e.qg.,
Aujourd'hui je travaille peu; il y a 5 ans je travaillais beaucoup) .
The presentation of Part A may seem somewhat contrived .and stilted,
but its simplicity gives tHe. student confidence before he proceeds to’
the idiomatic French in Parts B and C. "

BN
-

Several other aids aze available for use on a voluntary pasis. A
"tutorette" foy pronunciation of vocabulary in evety lesson is one
such aid: a c4rd with a word and a picture of the word is run through
a machine. The st t hears the pronunciation of the word and
repeats it right after the\instructor's voice. Exposure to hearing
the words in French and HQeing able to repeat them is of great
importance to the student whd works alone. .

The 'student can also take- advantage of vocabulary drills on
computer. He has the choice®of translating from French into English
or vice-versa. Als6 available are drills on verb conjugation (regular
and irregular) based on the verbs used in the book. In this age of
technology, the students find it a challenge to work with complex

.machines, especially in aéforeign language.

4 set of tapes accompanies the book. In addition to covering the
material in each lesson, the tapes also include a multiple choice test
which the student has to turn in with his, regular written test. This
manner of testing is one more way of making the student aware of the
necessity of using the tapes, since part of his. quiz is included in
those tapes. Also, a short audiovisual progrgg supplements  the tapes

. _ v B .
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forr each unit. For example, Chapter 4 in the b k dea with
organizing a picnic. The telephgne calls about the pidnic are heard
on the tape, and pictures of the\picnic are shown. A review of the
wain grammatical points in the fdmm of examples directly drawn from
the text follows the pictures on Huge cards visib#g on a screen. One
cannot stress enough the importa e of euaiovisual materials in a
self-paced program. i -~

Some students choose the ‘self-paced course over the traditional
bgcause they perceive it as a‘better method of learning; others choose
it simply because the clasg hours, which are scheduled at theim™
convenience rather than that of the instructors, make this the only
course possible for their schedule. Whatever their mo{ivations, we
welcome all stugents € into the program, knowing from previous
experience that this is the only way to draw students into the awesome
field ("a foreign ®language"), and knowing also that some of them once
in the program may find it plea urable enough to continue with a major
or minor in French. * Some students choose the self-paced option
because tfley have had French before and wish to progress fast, perhaps

finishing 101 and 102 in one quarter. Others choose it because they
are shy, as was ment10n§ above: such students find an unexpected

/

Discgdssion - » ’

benefit in meeting new p&ople each week, since students may vary the
sessions they attend. Stludents can also develop a close relationship
with the instructors because of the personalized attention possible in
such a course.

As irf W*sélf ~-paced course our students procrastinate, then rush

to finish before the end of the quarter. Even students who really do
not need the extra time claim it nevertheless. Some students age not
mature enough to handle a course where decisions must be made
ingepergently; this maturlty seems to have nothing to .do with age,
but rather with self—dlsc1plme.
The ch1ef pro\blems, however, confront the instructors. Wwe have no
student assistants: proctors were tried at one time; but they did not
work out (probably because they had not the sense of responsibility
which graduate students have). We are fortunate, at least, to have a
tutor in the Learning Center who can help the slow students and can
give some of the written tests. Where the instructdr chiefly needs
relp, however, is with the class sessions. The number which usually
has to be offered varies between 20 'and 30 sessions for 101, 102 andg,
103, according to the .number of students involved and their
schecules. Th15 puts a heavy load on the instructor, especially as he
or she must be prepared to give both tests and tests at times when
the Learning Center is not open (and: f!st be remembered that 40% of
our stugents can come only at nignt s well as keeping all the
recorgs, seeing to such things as the correct use of laboratory tapes,
tutorette, and computer programs.

. ’(‘
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- On the other hand, there is no class pre\paration time necessary;
indeed it is impossible, because the instructor must be ready ‘at all

v times for anmy unit level. Conducting.a class using our own materials
has become simple. The instructor neverm has the frustration, so often
expesienced in a traditional class, of seeing the slower students fall
behind because they have not mastered the material. Classes n be
lively and stimulating: students come with the material, prepared, and

‘ often pose very ingenious qdestions of their own during the last ten
- —minutes devoted to informal corversation. Much fleMbility is needed
on the part of the students because they may all be,on different
levels and must adapt their questions to each fellow student's level.

' The process is fun and provides good review. . o~

\

r .
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Conclusion / ]

The self-paced program ay ot be suited to all instructors, ner,

for that matter, to all students! Those students who have not the

necessary discipline /b; maturity to work on their own, for example,

¥ will do better in a 'traditional class. The major advantage for the

ingtrudtor in self-paced courses, however, is in seejng the program

produce students with a solid grasp of the language, and in watching

the enrollment grow: this.quarter our French 10l enroliment reached a

higher figure than that of the language requirement days. We must be
doing something right. ’

\
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MATERIALS DEVELOPED FOR INDIVIDUALIZED ELEMENTARY SPANISH COURSES AT
THE UNIVERSITY OF/CALIFORNIA AT DAVIS {

~ Fabidn A. Samaniego :
“University of California, Davis
.- a, Ua -

e -

N

- 1

IN ORDER 10 GIVE THIS presentation some perspective and needed
background, I would like to begin by giving a brief description of the
Individualized Beginning Spanish Program at the University of
~~Lalifornia, Davis (U.C. Davis). (A detailed description of the U.C.
- Davis program, presented last year at The Ohio State University's
A\ First National Conference on Individualized Instruction in Foreign
Langugges, 1is available ' in the published proceedings of that
conference. ) % '

Inaividualized Spanish 1AT, 2AT and 3AT (AT = auto tutorial)
provide a popular alterrdtive for 350-400 students who are interested
in learning beginning Spanish but are unable to fit a full six-unit
course into their schedules. The Spanish AT Program at U.C. Davis
allows each student to bproceed at .his own rate towards proficiency in
the four langu¥e skills: listening, speaking, reading and writing.
Except for Spanish 1ATA, ' there is no fixed number of class meetings
per week. Student/teacher contacts consist of individual tutoring,
small group convers n sessions and testing periods. Culture and
conversation are p ed in a varlety of ways: through selected
readings in the text and in supplementary readers, through student
reports on culture fopics of their own choosing, and through a related
series of audio-visual programs which are viewed in language
laboratory. The culture topics are always discusséd An small
conversation groups.

Studeﬁt orientation matgrials

One of the first problems to be faced in starting our program was
how to answer the questioh asked by-each and every student wanting to
.enroll in-our individlalized program: What is the AT? We began by
doing a once-a-quarter general orientation for all students wanting to
know about the AT Prpgram.’ This idea worked well and we continue to
use it; however, ‘&’ works only for those students who attend the
.orientation. At U,C. Davis approximately 150 students show up for the
orientation session on thé first day of classes each quarter; but an
adgditional 200-250 students enroll in the program during the first 3-4
weeks of classes. Needless to say, we very quickly realized that we
could not explain the prog individually to -students who had not
attended the orientation. f As a result we created a ‘slide/sound
presentation that gives a thorough audio-visual explanation of how the
program works. We call our’ presentation "what is AT?" and keep
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several copies sof it in our language laboratory. Now, whenever a
student asks "what is AT?", or whenever a student comes in saying
fe/she wants to enroll in th AT Program, the first question we ask the
student is "Have you seen the slide/sound presentation describing the
program?" If not, the student is promptly sent to the language
- ‘laboratory to view the "15-minute presentation. The slide show
explains how the- program works and shows the students what materials
are used, what type of instruction is' available, how testing and
grading ‘are done, how much spoken Spanish is learned, and how to
N enroll in the program. '

3

TA orientation materials

y o
The slide/sound presentation is so complete and concise that we
now also use it at the general orientation meeting as well, as in
orienting the teaching assistants assigned to the individualized
program. In addition, we have put together a TA Orientation Packet
for Spanish 1AT, 2AT ang 3AT. This packet contains the written script..
of the "what is AT?" presentation as wgl as the following: detailed
- instructions on regist¥ation procedfires for new and continuing
" students in the AT Program; copies of the gfudent packet materials; -
aoministration materials. including student , record kequng forms,” room -,
use schedule, and a complete breakdown of course requirements for each
two-unit segment; and testing and grading materials. '

_\\ o M r 4 '
Student packet materials - > : : , . ) fl,

. Student Packet materials for Spanish 1AT, 2AT and 3AT consist of a
first-year textbook and tape manual (Zenia Sacks Da Silva, Beginning
Spanish: A Concept Approach) and an appropriate syllabus for Spanish
IAT, 74T or 3AT. The textbook is divided into -thirds: the first

third is cOvered in Spanish 1AT, the second in 2AT, &nd the third in#,

- 3AT. S N
The syllabus, which we call Manual de Espanol’ 1AT, (2AT, 3AT) has,
a complete introduction to the Program, including materials needed,? -

general procedures, credits f/and grading, important "rules and
regulations, and answers to fquestions such? as "Is the Spanish AT

Program best for me?", "will I learn to speak Spanish?", and "How do I

study alone?" It also contains our."Ten Commandments ' for Survival in

the AT Program," the Spanish AT, Center Activity Schedule, Spanish

1ATA, 1 ATB and lATC Course Requirements, and a Student Record sheet.

Tre heart of the syllabus, however, is a series of step-by-step

instructions on how to get through.each of the six?units’bf Spanish

1AT, 2AT and 3AT. Finally, the syllabus alsq  includes a practice
midcourse exam and a practice final exam as well”as answers to all ‘the

textbook exercises and’ timely refdrences. to supplementary learning

aids available in the language laboratory or in the AT Center.

0
g .

225 \

\V Y} ~.,




Administrative materials - ‘ yat o R

Record keeping for each 1ndlv1dual student can easily become a
. VEery cumbersome, time consummg task. For this reason, a very
conscious effort was made in our program to keep our Student Record Ve
forms as simple as possible. When a student enrolls in the AT Center
a file is opened in his or her name. The file consists solely of a
manila folder with the student's name and an appropgiate Student
_ Record Sheet for 1AT, 2AT and 3AT. On the Student Record Sheet we’
keep track of all the work the student completes, including the
required conversations (graded as "bien," "muy bien," or "excelente")
all exams taken, the fomm (A,B,C,D) of the exams taken, whether‘or not
.an exam was repeated, the grade, grader and date the exams were taken,
and finally the flnal course grade reported for each tw.o-unlt course
completed. ) _

Having all the information on this one page allows the student and
instructor to-see at a glance exactly how much work the student has
completed and how much remains to be done. A copy of the Student
Record Sheet appears in the student's Manual ‘de Espanol lAT so that
the students can keep track of their own progress. _

Every quarter, when a student enrolls in the -AT Program he or she

is required to read and sign a statement woroed a®follows: "Being of

« Sound mind and body I indicate by my 51gnature below that I am- fully
aware that I must COmplete ALL the units I sign up for (unless I drop® ¢

the units, of course!). I understangsthat if I fail to do so, I will

receive a grade of 'F', .I.also-recognize that by signing this form I

no longer qualify for a-grade of ‘Record' or 'No Show'." - This
policy is adhered to rather rigidly{ and ‘having students read and sign
such a strongly worded statement helps make them recognize this. s

When students come in to open up a file at the beginning of each  :*
quarter, they are asked ,to make an appointment for their first
required student/teacher contact. This may be a written and oral test.
after having studied a given lesson, a conversation after having
prepared a specific topic, or a pronunciation “session fors students
taking Spgnish for the very first time. The appointment bgpk .approach
is kept up throughout the quarter and students must always sign up.for
whatever activity they are required to do next. We have found that by
doing this the students are forced to set up short range goals for
themselves which are much more meaningful than simply knowing that ’
they are enrolled fér 2, 4, 6, or 8 units of credit and that they must
complete them in ten weeks ThJ.s appointment book approach has gone a
long way to help us. motivate students to start working right away
rather than wait until the last weeks of the quarter.

° ‘ [
Culture and conversation. Aé

At the end of each lesson of the textbook, AT students are
required to participate in a half-hour conversation session. Students’
prepare tor these conversations by selectlng topics from a variety
presented in their syllabus. Included in these topics is a gradéd
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series of slide/sound culture presentations prepared at U.C. Davis and
available to the students in the language laboratory. Each
presentation begins by telling the students what they will see, what
they are expectd to learn from the presentation, .and how they will
demonstrate that they have met the stated objective(s). After this
introduction, new vocabulary used in the presentation is presented
with pauses for repetition practice. . Immediately .after the
vocabylany, the culture nafrative -begins. The narratives are recorded
centirely | in Spanish and are illustrated with electronically
synchronifed slides. Since the narratives are not available to the
students \in writing, they.must listen to ‘the. presentation. several
times until it is mastered. Topics for these culture units include
such things as "Mesoamérica,", "Semana Santa en Sevilla," "La tuna,"
an "Machu Picchu: - la cuid&d perdida de los Incas." In the
nversation sessions students are expected to participate actively,
showing that they have listened to the preséntation and understand it
.frlly. / ' :

Testing and grading materials. o N

“ “ o5

- For every unit of credit the student receives, a written and oral
test must be passed with a grade of B- or better. Students who do
poorly on a yiven test have an option to retest in order to achieve a
higher level of proficiency. Four different versions of every test
have been prepared and are handed out to students at random. Every
test has a 25-point speaking part which must be done individually with
an instructor. Topics for the speaking parts are given to the
stucents while they. take their exams; after five or ten minutes, the
students are asked to converse on these topics with the instructor.

Sample topics include: » .

*

1AT Test III: Imagine that it is 15 years from now and that
you are very happily married. - Tell wus about your .
wife/husband. What is he/she like? What does he/she do?
why are you so happy together? etc. o

2AT Test I: Imagine yourself a reporter for the Cal Aggie.
Your current assignment is to' interview UCD faculty members
to fing, out how they spent the summer. Interview your AT
instruct and find out as much as possible about what
he/she ‘did during the summer--where he/she spent it, with
whom, what he/she did, etc. '

3AT Test IV" Ayer por la manana hubo una boga. ¢Quién se
casd? iPUes Ud. mismo! Ahora Ud. estid leyendo un articulo
en el periédico sobre su .propia boda. _ (Wwé dice el
articulo? (i.e., The bride’ was given away by... The guests
were served... etc.) '

" As. soon as the oral part of the exam is completed, the
instructor tells the student exactly how he or she has done,
using a scale of zero to five points, in edth of the following

%
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‘categories: grammatical correctness, pronunciation, fluency,
self-correction, and communication. As soon as the student
completés the written part of the exam, the exam is graded and
the student is told whether he or she may go on or whether more
work is needed on this lessoh.

»

Supplementary learning material

To date four videotape presentations covering troublesome
grammatical structures have been prepared and are available to
the students in the .language laboratory. The structures
presented are: SER vs. ESTAR, DIRECT vs. INDIRECT OBJECT
PRONOUNS, PRETERITE vs. IMPERFECT, and SUBJUNCEIVE THEORY AND
NOUN CLAUSES. A brief description of each videotape is as
«follows: : ' ' :

@

- SER vs. ESTAR - color - 18 minutes _ (1980)

"hA teenager's father explains the various uses of Ser versus
estar to his daughter as she frets over ner homewoTk. To make
sure she has understood, he narrates a fairy tale in Spanish and

then retells, a dood part of the story asking her (and through.

her, the students) to select between the use of ser and estar.

\

DIRECT VS INDIRECT OBJECT -PRONOUNS - color - 19:30 minutes (1978)

In.a court scene, the Direct Object, Pronouns sue the Indirect
Object Pronouns for violation of the Equal s of Speech
Amendment - by 1n51st1ng that the Indirect Obgezzit

always come first in the sentence. In the process of the trial
each object pronoup explains fully its function in the Spanish
sentence. :

PRETERITE vs IMPERFECT - color - 25 minutes 1(1978)

Narrator on screen briefly explains in English the difference
between the A two past tenses. This .explanation is then
illustrateqd through various sketches in which the students are
asked to participate by deciding whether particular actions are
either preterite or imperfect.

SUBJUNCTIVE THEORY & NOUN CLAUSES - color - 15 minutes (1978)

Narrator off screen discusses, in English, the. concept. of
subjunctive versus, indicative. Dependent and . independent
clauses are illustrated as analogous to a truck and trailer.
Illustrated exercises at the ena allow the students to

participate in deciding on- the wuse and non-use of the ¢ .

subjunctive. ‘ .

Pronoun must -

bd
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TAKIM; A.FOREIGN LANGUAGE TO THE BIG COMPANY PROBLEMS,‘\ PROSPECTS,
AND LESSONS LEARNED N o
Rainer Sell . . ’ )
_University of Michigan-Dearborn . ) i

£

JUDGING FROM THE "DEBATE ON individualized instruction in American
journals, the emphasis during the past decade has been on
indivioualized ﬂéoreign language instruction in high school and college
settings. A 3 ent ' form of- individualizing .foreign language
instruction occurs when a traditional college course is taken to a big
international company for college credit.  The increasing number -of
foreign companies in this country; college courses and programs geared
toward - the practical use of foreign -languages in business, and the
projected declining numbers of traditional students in the eighties
make it aavisable for colleges and universities to.”explore other
settings for language teaching.., Quite apart from the .increased
visibility and reach of our lar;guage programs, these ' excursiops into

unknown territory may reveal toa %some realistic aspects of practlcal'.

language appllcatlon in the The expérience may help us in
making adjustments in our college coUrses, our expectatlons of student

performance, and our foreign language godls-in.gemgral. At. VW of.

SN

America in Warren/Michigan I taught Gemman to students who did not

want td fulfild, a language. requirement, nor to -become teachers or-

graduate students, nor make their transcripts look gooa for
application to medical school. o -

Settmg and COﬂdlthﬂS e \

v of America in Warren/Mlchlgan employs about 1000 people.

Unlike other foreign businesses that have switched completely to '

English as the international language of commerce, at VW manuals,
telexes, reports, telephone messages, etc., arrive .in German. . There
is gaily communication with VW' headquarters in Germany Contrary to
my expectations, the company dig not want an intensive beginning
reading course in technical German, but a -balanced approach to
speaking, listening, and reading, with some emphasis om reading.
Apparently they wanted to create a climate in which their American
employees dia not feel like complete strangers vis-a-vis the basically
foreign proauct and the communication with the country of its origin.

For a company, the advantages of in-house instruction are

obvious: hours relatively convenient for everybody interested in the
course, considerable saving of employees' time spent on the way to the
classroom, a familiar environment, and the increased motivation to
take the course that results from all these factors. The officials at

-
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W were imgerested in establishing college credit for their employees,
because they felt the incentive for. stucents to finish the course
would thus be greater. The employees would be reimbursed for tuition
after successful completion of the course. A number of students could
use scredit for their continuing college education. Consjdering -the

circumstances (ap eight-to-five day for most employees; - the comany
was reluctagt “te schedule instruction during work hours), I fghgg
three hours per week a viable compromise in comparide to the .fo

hours of a beginning Geman course at the college level. (Later
experience confimed ‘that three hours were the maximum students could
handle in order to complete their assignments, derive real benefit,

- and still enjoy the course.) My task was twofold: to individualize.a

four-hour college course to such a degree that it would still warrant
three hours of credit at first-semester college level and to
individualize iAstruction for students who had not been selected for
this class by college criteria. s , -

Pronunciation and grammar

Among the adjustments made in instruction, reduction and selection

-ranked very high, although they were not the only changes. I reduced
grammatical materials to essentials, for example, taking into

consideration the specific situation of the students. . For instance,

Bl

German sounds were exclusively taught in context (complete words,

sentences) with very little of the analysis of individual sounds whigh

tends to frustrate newcomers to a language and emphasizes the

difficulties. Faster than usual I let the students compare the spoken
word with the written in order to avoid the gap between hearing and’
reading German and to make their preparation at home more meaningful.
I emphasized the formal "Sie" as the most likely and frequent address
in business situations. (This helped to avoid a considerable number
of difficult forms in the familiar imperative, which gan De
particularly confusing at this early stage of language acquisition.)
I used a very low-key approach to exceptions to rules. I taught the
German simple past tense for passive knowledge, favoring the
predominant Perfekt for reporting past events. ‘

In an attempt to leave students with something concrete and
immediately useful,. I developea 70 guestions and answers beginning
with the third week of an eleven-week instructional .period. These
questions and answers were geared toward the environment of the
students: gquestions most likely to occur in an office or laboratery
situation, questions about Oaily activities, hobbies, likes, aislikes,
telephone situations, gquestions for potential visits. to Germany, etc.’
The questions and answers reflected the actual progression of  grammar
studies during tre course. With each new set of questions ‘'the
previous answers were omitted so that students hag to -learn the
answers or come up: with meaningful variations. During each class
period I split the class and had the two groups guestion each other.
Toward the end of the.course we worked completely without the question

sreets, with the teach&r occasionally cueing the questions. - .

2283



249

Texts and ‘conversations

I needed a text that was available immediately and conducive to
independent study, and that. would allow omissions. I chose Helbling,
Gewehr, Jedan, von Schmidt, First-Year German, 2nd edition, which we
use as our first-year Gemman text at the University of .
Michigan-Dearborn. The texts and conversations, writtep for college
students, were well received. Situations such as looking for a book |
in the library or a roomto remained relevant and could easily be
adapted. Often I had the iml;ae:et%mmthat topics far removed from my
students' experience (such’ as Gemman students discussing politics)
exercisea a strange\attraction and met with amused curiosity. The
fact ‘that some readlngs and conversations were not quite "their" texts
seemed to have a pedagogical advantage: they requ1x;d distancing from
the text and 1nmec11ate variation and adaption.

Acctiracy

The principle /of‘ playing down mistakes in pronunciation--common
practice in college classrooms .by now--is even more valid ih a
business environment and should be appliead to other areas of
perf‘ormance. Unlike any other group of adult learners that may attend
even1ng classes jat a university or college, these employees reflected
in part the nogénous hierarchy of big business. Most employees knew
one another, probably knew their approximate salarles, ‘performance
level, general reputation, etc. There may exist secret- :rivalries
between colleagues. on the same employment level, male ang female,
black and white, high 'add low salaries. Any "defeats" OI: 1maglned
humiliations/in the language class are much more far-reaching in this
environment that in a college situation where students tend to be in
one age grouw and accept the inherently competitive situation.
" Therefore I tried to avoid belaboring apparent weaknesses, hoping that
obstinate /mistakes would wear: off with tape practice. Grammar
problems of this kind were dealt with in private conversations before
and after class. Reading weaknesses (which often existed in English,
too) coyld be compensated for by achievements in other areas, a.
principle that should be applied widely insuch a situation.

(Another oistinction between school- and business environments is
that there is no way of placing students in the business setting
accm;dmg to college standards and procedures. You may fina, for
example, the former GI who knows quite a- few sentences in G
has /never heard of an accusative or of pre . Later on in
claés there may be the "spea " oes well in situations and with
memorlzed se who is weak-in grammatical accuracy . In such
need for recognizing indiviaual achievement in certain

as--which some college programs accomplish through offering
specialized sequences for reading and conversation--must take place
/WIthln the given class.)

L
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Student ‘absences can be frequent: they are unforeseen, most often

unavoidable, and hence cannQt -be held against a. student and " his
performance. Therefore, motfivation and preparation for independent
study- are very important. A two-day contact situation reduces the
normal four-day college conté?%gy Sa%. 1 supplemented William G.
Moulton's very useful hints for nguage students with my own advice
concerning using time, one's immediate environment, and one's
colleagues at work fo‘f"fénguage ;’;;j*act;ce. :

There is no reason that a student cannot study form and function
of new grammar topics on his own‘'without previous introduction by the
teacher. Most foreign language books today contain grammatical
explanations in English. The books are usually written in suchla way
that they can be understood by an attentive reader who is willing to

. check the explanations.against the examples given in the text. 1In,

fact, by calling attention to '"new" grammar, teachers tend to
discourage language students from solving problems that :-they are
capable of mastering. We tend to exclude them from an area of

language learning where their general intelligence and capability for

abstraction can best be challenged and rewarded. Instead we leave to

students mainly the tasks of memorization and imitation. The active-

involvement of the stucent is crucial fer his insight -into the
language. While working on. a new grammatical problem, the: student

analyzes ang reviews contexts ang ‘grammatical relationships of "
- previous lessons, thus reinforcing his command of the language. Very
early curing my teaching at VW, therefore, I made a point of assigning -

"new" grammar to thé students, even\,when I planned to -cover the
material in class. The very uncertainty of continuing the instruction

in a teacher-directed way makes it mandatory -to teach such classes
 with emphasis on independent grammar stugy. If a student becomes

confident that he can study grammar ‘on his own, we have truly
succeeded as teachers.? . ' \ =

Problems

a. .~ Convenient time: VW prefer to see foreign language
instruction take place be.floﬁ or after?%kk., These are inconvenient
hours for the college teacher who has to extend his ocay and gets
caught in rush. hour traffic. If, as in my case, the company is
located some distance from the university, it means additional
investment of time. '
-~ N -

b. Financest- At the University of Michigan-Dearborn, course¢

offered off-campus for credit are administered through the Extension

‘Service. A course has to enroll a minisum numper of students (15 in

my case) to make it financially accepygble to the University. This
may become a barrier for smaller companies to have courses taught for
credit. (VW was willing to pick up the difference for a second
relatively low-enrollment intermediate course.) '

+
t
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c. Continuation: There may be considerable attrition during the
drop-add period, because students discover too many conflicts with
business assignments and family obligations or simply find themselves
unable to cope with the wqrk involved. This lowers the chances for a
continuing course. If possible, one should always enroll a few more
students than the class limit pemmits in order to allow for almost
certain attrition. ;

d. Staffing' My experience with VW has been that the company
likes to stay with the person who has proven himsel§{ an effective
teacher. They -refused to accept qualified part-time staff, for
example, when it seemed unlikely that 1 could continue teaching
Unless a person is willing .to commit himself over;.a long perioa of
time or Mas colleagu w1lling to replace him and "acceptable to the
company, therefore, cg‘itinuation of the courses may. be in jeopardy.

Prospects

Considering the prospects for instruction and practical
application of foreign languages® in the Uu.S., it is important for
teachers to take advantage of every opportunity outside the college
environment. If our courses become preferred to the instruction of
commercial institutions such as Berlitz, we will have oemonstrated
that we are able to teach languages effectively to a speeifie group of
non-traditional students wit_hout.«glglé 'up academic standards, . We
will also- have demonstrated that a' versatile, experienced instructor
is a greater motivating force than instruction heavily based on
recorded materials and memorization. Contrary” to the notion that
people in business and technical fielas want strictly technical and
business vocabulary and contexts, ,1 experienc different attituces.
The students-enjoyea playful situations that combined relevance with
humor. In spite of a considerable investment of time and energy, the
class seemed to welcome language instruction as a cha from the
daily routine. One result of our relationship with has been
internships at VW, for our students in International Stugieg. These
‘internships allow students to practice angd improve the foreign
language skills in a business environment. .

Of course, not every college town in the U.S. has an international
comparly like VW that provides opportunities for foreign language
application. But it 4is wuseful to <check your vicinity for
international companiés, foreign and domestic. Usually consulates
provide lists of foreign busjnesses in the area. - Two or more
companies may agree on pooling employees for language: instruction on
thedr premises. Although few will need language majors, they may want
in-house foreign language instruction fdér various reasons:
improvement of already existing language proficiency, acclimatizatdon
of employees to the foreign proouct ana foreign contacts, promotion
opportunities, and continuing eoucation for their employees (not Just
in languages). We should not leave some of the most apparent
opportunities for foreign language application in this country untried.

24
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Lessons learned

. *As a college teacher I gained new insight into the situation,
needs, and problems of foreign language leafners in the U.S. outside
the college classroom. My experience helped me to reconsider somé of
my goals and reformulate previous questions about language learning at
colleges in the U.S. For example: Are we trying to teach too much’
material inthe First two or four Semesters, instead of teaching less,
but more meaningfully? Have we silently accepted the lie that a
requiment fulfilled is the same as mastery? Have we encouraged
" students to expect mastery too soon by offering, for instance,
so-called accelerated courses? (They may be fine for the few highly
motivated and Qifted students who want to become teachers, go to
foreign cou,g},rie?g,_‘ or need the language in other immediate ways. For
nt, however, accelerated courses may be degeitful and,

the average stud

disappointing in the long run.)
' 4

I am an advocate of covering less material in favor of frequent, .

varied, and imaginative application of essentials in the classroom. - .
We have to develop and exercise a certain mental agility in students
that enables them to do a lot with less material, to use language
Jjoyfully with an uncluttered mind. Questions on who did what, where,
when, and why are more important than the iptricacies of the German
supjunctive. A student with a limited, but real communicative ability
after four semesters is more likely to be satisfied with his
achievement and build on it than a student who sees his hastily
acquired, shaky knowledge of a language crdmble from day to day.

Dispite our ~hea'vj, emphasis. -on speaking . in the sixties ana
seventies, in most “cases students were - left without practice
opportunities (apart from the small number. that went abroaa). Have
we, for instance, tried hard endugh, to. find speakers of foreign
languages in our communities such as- retirea people, visitots,
exchange students, etc., who would be natural communication partners
for our learners? Too often we have dismissed students after, say,
four semesters of college language with an attitude of "language is
good for you" and left it at that. Straight A's in fulfillment of a
language requirement frequently are merely the 1esults of secondary
motivation. They ddé not 'necessarily reflect positive -student
attitudes toward languages, nor are they reliable :indicators of. our
success as teachers. Let us wcarefully nurture primary motivation
where it exists, and try to create it where it does not.

we should have more pass/fail options, at least in second-year
courses, to allow truly motivated students -to continue (and these are
not necessarily A-students). Our present system--wifh heavy emphasis
on grade point average--discourages many motivated %@rners who major
in- different areas and do not have the time for straight A's in
languages. Let us individgualize our materials, giving political texts
to political science majors, texts on music to music history majgﬁs,
etc.®> This requires initiative, versatility, and adoitichal
investment of time on the part of the instructor, because traditional
readers will offer 1little help. Let us talk to colleagues in.:

L
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poiitical science a:d cohvince them that a student's ability to read a
foreign newspaper is a more valuable tool than the most recent book on
comparative government written in, English. - .

In -the past, we language teachers have often raised high ‘
expectations that could not be fulfilled. A realistic assessment of g
foreign language applications in the U.S. and more modest goals in our - ;,@,‘
curricula may gain us new friends. .

Notes ) .

lfor :a realistic account of foreign ianguages and big- business ..

see Marianne Inman, "“Foreign Languages and the U.S. Multinational
Corporation," The Modern lLanguage Journal, v. 64, n'. 1 (Spring 1980),
pp. 64-74, . .

23. Jahn, "A SqﬂﬁTMotivated and Self-Directed = Second Language
Learner: Heinrich Schliemann," D‘e Modern Language Journal, v. 63,
n. 5-6 (September/October 1979), J. 275: "The sooner we glve students
the opportunity to-become self,#frected language léarners who generate
language according to their ~ Gommunicative needs, the sooner we can
expect 'personal fulfillment and linguistic competence in the ‘second
language classroom." .

e

A 3Howard B. Altman, MThe Three R's of Individualizati6n:
Reeducatlon Respon51b111ty, and Relevance," Taalie ge - Annals,

; &% N. 2 (December 1972), p. 210: "To IrNEubA i
means to tallor in,struction to the needs and 1nte ' P

. . . .
” o . 4
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GROUP INTERACTION IN AN INDIVIDUALIZED LANGUAGE PROGRAM

Elaine_Simons :
College @f Charleston

o e
AJED A ANGUAGE  PROGRAMS TRAIN'-STUDENTS very effectively in

#Alls, particularly in the areas. of structure, reading, and
writing. = gtudents may also %Bpform very well on achievement tests in-
.the areas/of listening and speaking, if they have been provided ample
aural and oral activities. However, if a student in an individualized
program’ is to bridge the gap between simply mastering performanc
objectives and using the language for its true purpose<-the meaningfu
exchange of ideas and information--the instructor, in designing the
program, must ensure that the student experiences actual communication
in, the target language extensively. One of the most dynamic resources
available for this kind of experience is the student's interaction
with his or her~peer group. This paper will focus on three aspects of
student interaction:

o —
1. The appropriateness of incorporating group interaction in an
indiwidualized setting, C .~

2. Techniqdés for augmentihg students' <ense of positive group
identity in order to increase opportunities for interaction.
. - . . e
3.  Essential concepts in the designing of group activities.in an
' individualized program. ' ' .

. In a typical individualized program, the student progresses
through all the required activities in a learning packet which has
been designed to help -him master specific objectives. Upon' the
completion of the learning packet, a student might attend a
. conversation session and take a test over the material. A student
" must usually pass the test by achieving 80% or better in order to
proceed to- the next .unit. The student progresses at his or her own '
best rate. Usually the operational schedule is flexible, The
classroom -is open all day during the week, and the student comes into
the room as little or as freguently as he needs to in order to
complete his work. This rather standard organization of an
individualized program can pose a threat to students' achievement of
communicative competence. . A further danger is that the student may
perceive his success in the course to be nothing ‘more than the
completion of a series of academic hurdles. '

Foreign languages are perhaps in a unique position among\all the
disciplines in which:individualized instruction is an option. We can

L 4
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certainly identify and set forth as goals pagzticular objectives which
students must master before successfully moving on to the next skill.
Studemts need these objectiveﬁlfjﬁr:order to understand, at any
particular point in their insteoction, what they must be able to do
before proceeding. Wwhat must also be considered, however, is that
each of these objectives is but one small part of the total
aim--communication in another language and culture. The expression or
understanding of a single message, whether simple or complex 1in
content, may require the use of several specific skills at once. A
particular performance objective is of importarce, in the "final
analysis, only to the extent to which-it contributes to effective
communication: to ensure that our students "see the forest beyond the
trees" we must constantly provige them with the opportunity for using
the target language in actual communication with  others.
Incorporating extensive group interaction gan be done successfully
without sacrificing any of the essential -dspects of individualized
instruction. In fact, an individualized language program, because of
its more flexible, less formal nature, can use group interaction even
more effectively than a traditional classroom. .

In tapping the resources of group interaction it is first
essential to create a sense of group in our students. We cannot
expect our students to express ideas effectively to others in a class
if they do not feel a sense of positive identity with their peers and
instructors. (It is difficult enough to communicate, evem-in one's

native language, with thase towara whom we do not feel comfortable.

This problem of inhibition increases. when speaking a second
language.) Building a sense of group identity to foster interaction

is important in any language instruction program, regardleii of the:-

philosophy or methodolog( involved.

In. a traaitional classroom, a Strong group identity .among class

“members is relatively easy to develop. Students all meet together in

a group at the same time. They are generally surrounded Dy the same
peers each class-meeting. Much of the sense of ukfity may be provided
by the ‘instructor, particularly if he or she has a very strong

" personality. DOue to the organization of the traditional -class, a
natural cohesiveness, which can increase students' willingness to

interact, is developea.

In an individualizea language program the building of a strong
sense of positive droup identity -is frequently a more challenging
project. Students may drift into the room at various times of the
day. They may not be aware of who their classmates are. When they do
come into 'the classroom, they may fina different instructors to aeal
with, or even tutorial assistants. A student may write out his
required exercises at home, complete the necessay oral work and
"master" tpe material without ever thinking much about the language as
a whole new avenue of communication. ‘

However, if we analee the problem carefully, we can actually

build a stronger sense of involvement in the students than is feasible
in a traditional class. Since we rarely meet with the entire group of

- .
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students at one time, we must encourage interaction in other ways.
One possibility is thé condept of ctommunity. A student in an
ingividualized program can feel -a sense of belonging and the necessity
to communicate in the language if he perceives himself to be a member
of a "community" in whigh Spanish is spoken and in which he must

. ~~interact. The physical classroom itself might be thought of as the

centro or center wheré the student comes to ftransact necessary
business. It is important that students, from the begmnmg, regard
“the room as a place where they must use the target language in order
to function effectively. To this end, a short compilation of phrases
students are likely to use most often can be included in the first

learning packet. To reinforce ‘the notion  of community, the

compilation might be titled -"Para’ comum,,par en el c&ntro.™ The
* student practices the phrases by listening to a tape which models
correct pronunciation. Then the student must use these phrases to
request the materials fe needs to use or to check on his test scores.
Durmg the first week the student resembles a tourist carefully,
lookmg up the phrase he needs, pract1c1ng it somewhat nervously, and
fimglly approachmg an {instructor with "iMe permite escuchar la cinta

para\la leccidn pnmera " His satisfaction is obvious as he receives’
not gnly verbal praise from the instryctor but also the tape that he

$oon he is able to request material without the aid of the
'dictidnary." This  kind of activity can: be instrumental in
shing 'a posn:fve feelmg toward the student's experience. He
is already communlcatmg in $panish for a practical purpose. He also
begms to perceive that his experience is not going to be merely
passive: he must often take the initiative in communication.

In order to strengthen students' interaction with peers, several
of the activities in the learnmg packet should involve working with
classmates. For example, in an introductory unit, students can be
assigned to seek out classmates and introduce themselves to each other
(in the target language, of course). Students enjoy this kind of
activity because again they are  using the language for a practlcal
purpose: getting to know some of their peers. Frequent dialogues.in
small grous or pairs can be included as activities in subsequent
learning packets to ourage interaction outside the confines of the
"centro." ‘

outside the classroom can be
facilitated by preparlng and “issuing to each student a "guia
telefénica” or telephone directory. containing the names and telephone
numbers of all the students in the program. A directory makes it much
easier for students to contact one another about the preparation of a
group assignment, and it also increases the notion that the student
- be longs to a cohesive group or community. Students can also use the

guia to call classmates and.practice telephone conversatlons in the

target language.

Interaction /among udents

Another instrument which may be useful is a periodic newsletter
for students in the program. It can include some of the studerits'
written work, cartoons or editorials contributed by students, and
announcements about local events related to the culture. A "Noticias
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\e la semapa" or similar publication can serve several functions: it
s a posiyfive reinforcement to those who see their work "in print."
Also, ? student is reading in the target language real information

about real people; this can be more motivating than doing only
assigned reading from a textbook. Finally, a newsletter augments the
sense of community within the individual student. '
videotaping can be used effectively to increase students' active
involvement with their néw community. Skits and dialogues which .are
videotaped for later viewing are taken more seriously than merely
reciting dialogues for the sole puppuse of getting an activity checked
off in a learning packet. = Students enjoy watching themselves and
*  others and are eager to perform well. Viewihg of the videotaped
presentations can be scheduled at .regular times so that students can
watch themselves on their favorite "TV show." Appropriate cultural
materials can be btaped also anp made available for viewing.

An  optional weekly conversational® practice increases student
interaction and proficiency in the target language. This practice(is
most successful if the students view it as a social event with |
pressure to speak absolutely correctly, Therefore, it is preferabl
to hold the gathering away' from the classroom if possible. If tgg
students are at a beginning level, the conversations may need to Ue
somewhat structured. However, the student should not be discouraged
from attempting to say things he has not learned to .say correctly.

. This kind of conversational practice would of course be in addition to
any required conversation sessions. '

Incorporating the concept of "community" and offering many
opportunities for interaction in the community is one solution~to the
proolem of communication..in an individualized program. The spe ific
techniques or activities we employ are not so impgrtant as theC%Fct
that through these and similar processes, we n increase /the
students’ use of the language within the classroom and expand their

experience well beyond the confines of the classroom.

If the student feels an affinity toward the program and at the
.same time perceives the importancg of -communication in the second
language, there are innumerable possibilities for effective group.
activities .to ennance the motivation to communicate. It is not my
intent here to provide an all-inclusive list of such activities, but
rather to suggest fundamental concepts in the designing and planning
of those activities in an individualized setting. If one is
interested in .learning more about specific kinds of activities
‘stressing real communication, such as .values clarification, human
dynamics and role-playing, Disick and Barbanel's article, "Affective
Education and Foreign Language Learning,"l is an excellent starting
point and provides a thorough pibliography of otner sources.

In designing group activities for, individualized programs we must

" first examine the objectives which we have' established to determine
whether or not an activity is appropriate to the level at which
students are working at any particular point. Activities which. are

1]
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too difficult will simply be frustrating, and those that are too easy
may seem shallow. No matter how motivated our first semester students
are, for example, they will not have the necessary skills to discuss
the moral issues of who should be the sole survivors in the event of a
nuclear war; but we might expect a lively, heated discussion on such a
topic from students at a more advanced level. The distinct advantage
in an individualized program is that we can tailor activities so that
all members of the group, rather than just the best students, can

participate. :

varying numbers of students present. .For example, if we 6lan for
studens@ to divide into pairs and interview one another, we- must have
an alternative in mind if only one student shows up for the session.
(Often this particular problem cén be solved by simply including the
instructor or tutorial assistant in the group.) -
Perhaps the most important requisite of the group activities we
design is that they wmust generate real communication among our
students. I do not mean to suggest that we eliminate pattern drills
or other grammatical exercises. They serve an important purpose in
establishing correct speech and writing habits. They cannot, however,
be*™ construed as .communication, which is our concern here. If the
student is ever “to oe able to claim that he speaks  Spanish (or
Chinese, or ‘Arabic), he must be provided with frequent experience in
translating his own thoughts into words. - “

Gré:p activities must also be flexible in ofder to accommodate the

Real communication is almost limitless in its aspegts, and it is
wise to include as many kinds of communication as possible in order to
cater to varying ingividual personalities and interests. .One current
trend stresses values clarification and interpersonal growth, but -
communication also includes the simple exchange of information, the
expression of..emotion, the expression of one's imagination, and even
gossip or small talk. L

t
-

Whatever kind of communication we wish to elicit, the activity
will be Rf optimum effectiveness only if tne instructor is willing to
perceive what the students are doing as authentic -communication. We
must learn-to react to what the student .is saying rather than how he
- says it. Correction during these activities should be. minimal, and
. perhaps should be done by simply repeating correctly what the.student

has said. .The student must also be encouraged to take more initiative
.than might be the case in a traditional classroom. " If we teachers are
always the ones who ask the questions and the students always answer
the questions, for example, then even if the questions are about "real
issues," we are still perpetuating the idea in the student that he is
simply participating in a classroom exercise. The students must
frequently ask the guestions and they must feel the need to express

ideas voluntarily. Communication is "not an endless series of
question, answer, question, answer; it is a dynamic, malleable
exchange. s 8

¥ ' s



. _ 260 N -

Recent concern has been expressed about éﬁf‘pountry's inadequacy
in- foreign languages. Our response as educators has been that.we must
be. more effective in teaching our students to communicate in the
target language. In order to improve our students' communicative
competence, we must include frequent experiences in actual
communication in the language. Iggjvidualized language programs can
contribute. ~ignificantly in the area. Students in an individualized
program must frequently take the initiative in communication, ang they
routinely shnuld use the language for practical purposes. They may
thus come to feel less inhibited in the smaller, .groups than in a
traditional class. Finally, the flexibility of organization in
individualized programs means that interaction with instructors and
peers, both inside the classroom and beyond, is limited only Dby our

imagination.

lRenée S. Disick and Laura Barbanel., "Affective Education and
Foreign Language Learning," pp. 185-222 in Gilbert A. Jarvis, ed. The
Challenge of Communication. ACTFL _Review of Foreign Language
Education, Volume 6. Skokie, Illinois: National Textbook Company,
1974. ' -

Notes

";’ .
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MAINTAINING AND DEVELOPING AN INDIVIDUALIZED PROGRAM IN INTERMEDIATE
LATIN .

Grundy Steiner :

Northwestern University — 5

-

FOUR DECADES OR SO AGO an intelligent, 140-pound major league catcher
was asked "How do you block a 220-pound base runner as he slides into
home plate?" He replied, "When I can't stop '‘em, I have to figure out
how to .ride in on top of ‘'em!" This situation embodies the
predicament of the solitary teacher building and administering a
self-paced, individualized language program. The p nal goal of

~ that teacher must be, as a practical matter, to acco h what needs
to be done (or at least'what is most important to do) without being
overwhelmed: modest success with survival gives greater opportunity
for personal pleasure and satisfaction in the long run than does more
spectacular success without survival.

No individualized instruction program can be built in a day, and
certainly not by a single, instructor who must create and administer
all parts of a program that is equivalent to any (or all) divisions of
both the elementary and intermediate years (i.e., six academic
guarters). The first two or three years an individualized program is
offered inevitably the instructor is barely one jump ahead of the
several student wolf-packs that are ready to devour the instructional
and testing materials under preparation. (Eager student energy is a
Joy, but as a compelling necessity it can bring great pressure in the
first years.) It is what happens after the first two or three years,
however, and especially at the intermediate level, that 1is my prime
concern here todax. .

" A brief description of the individualized Latin program, Latin
A99, at Northwestern should come first. The first two quarters present -
the grammar chapters of Wheelock (grouped  into, on average,
three-chapter units). The second quarter normally involves Wheelock's
Chapters 28-40 plus two testing units of prose selections like those
in the back of the text. The third quarter offers Cicero's De .
Officiis (selections) for the better students, or Buehner's
Comprehensive Second Year Latin for the less robust. The fourth’
quarter (officlally the first intermediate quarter) varies according
to the preparation and proficiency of the student. Students who have
read Cicero and are ready to move on, in effect skip the fourth
guarter and turn directly to Ovid or Vergil. (One of the two poets is
normally read in the fifth quarter and the other in’ the sixth. A
grade of C or better in the sixth quarter technically fulfills ‘the
Arts and Sciences foreign language reading requirement.) Students not
‘ready for Ovid or Vergil, however, use the fourth quarter for review
and readings (usually Cicero). Vergil or Ovid in the later quarters
may be replaced Qy Lucretius (Book V) or by selected Epistulae Morales

_50 . '
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from Seneca. Testing in the intermediate quarters consists of at
least five sight passages (with dictionary); the student may, however,
opt to take up to ten. Averaging grades on the entire set, or
averaging the last two or three--whichever produces the more favorable
result--determines the student's grade.

The enrollment in the individualized program (designated A99) for

this fall 1is about forty-three (these are in addition to the
sixty-four students in the three regular sections of elementary and
intermediate Latin). Twenty-one of the forty-three in A99 are either
pure virgines in the language, or relatively shorn lambs whose
previous exposure involves a single yeat in high school, a pair of
'years in junior” high School, a dropped fractional quarter at
Northwestern, or some other background that calls for starting almost-
de novo. Four students have had a single quarter of Latin, hence are
completing the grammar units based upon Wheelock. The remaining
eighteen students are translating authors; they are effectively in
intermediate Latin, where translation with some modicum of literary
skill-is the goal. They are scattered among four authors: three are
reading from De Officiis; six, from the Metamporphoses (Dunmore
selections); eight, from the Aeneid (Pharr edition; most.are reading
in Book 1II, but there is at least one each.in Books 1v and VI); and,
finally, one student is translating from Seneca. (There are no
"Lucretians" this quarter, and there were no requests for Medliaeval
Latin--although two or three of the total virgines may be headed down
that path.)

Time is ultimately the most precious and important commodrty,for

us all--res- omnium -pretiosissima, as Seneca would -say, - *An" -’

individualized program. like the one just sketched can assuredly- make
serious demands upon- the time available to the solitar .1ns uctor,

for it is not a single lock-step course but rathe ‘MANY: faceted B

curriculum. where does the time go? It goes (1) to plan t b ogram
(2) to select and order texts, (3) to prepare syll i for tapes,
handouts, and any other special instructional materials, to teach

through office conferences, (5) to prepare test materla (6) to* ,
administer, grade, and discuss with students the individual est§ 7)., .

to keep the records, and, one hopes, (8) to refle¢t ‘on’ the'
appropriateness and validitx_of it all. Y o A ¢

. - e ¢ l _"‘ ’ j.

These eight 1tems, admittedly, appear in teaghing ‘almost .any

course, but their emphases vary substantially when they are applied_to

the individualized: program. Planning for 'that program-and orde?inq

its texts, however, must presuppose more student variation i needs

and requests (not all of which can be anticipated)_than®*for a. reguéar
course. The preparation of sylldbi, handouts, et®., . familiar greun

.
B S
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from standard classes, neerds to be perhaps a trifle moreg detailed when,

students -are not golng to be guided in-daily class sesslbns ¢ is is
a point at which one's students are the best guides - whatkthey ask for
regularly is llkely what others also need most.- CIf everyone ta rdate

mishandles the -is accusative plurals of- ;qsbem nounsf for example,-

some special attention in a handout may be in order.) - _';.;-\
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‘ Instruction by way of office conferences is the human heart of the
program--and perhaps the most expensive procedure in -terms of. time.
About three students an hour seems to work (the forty-three in A99
seem to do well on fifteen office hours this term, "some rarely
appearing except to take tests, others ‘coming in for half an hour or
SO once or twice a week). Survival for the solitary instructor calls
for getting the student to decide what actually needs asking about.
The beginner, translating -connected passages for .the first time, may
need quite a bit of help and - reassurance. Unfamiliar forms,
constructions, and word order in poetry ‘can be very challenging, for
example. Many‘bring in the first paragraphs written out and want them
corrected in toto. (This 'is well and good at the start, but if all
"intermediates™ Insisted upon it throughout the  quarter, I should
indeed be the 140-pound qatcher blocking the 220-pound base runner!)
Students can, instead, .readily be persuaded  to .mark what they find
troublesome. - (It is one thing to help unravel Non est hortamine longo
nunc utendum, and quite another to hold the student's hand through.
Ovid's entire Flood!) Judicious sampling must obtain when  each
student is a class. (But .then, does ane ever get more than a
Judicious -'sampling - from -any member of a regular class?) «
Time-dopsuming though they may be, these conferences, short or long,
give .wbndrous. insights into the mind of the student and often open
wide doors of, ‘communication, :

For e aﬁaQﬂmiC'eéaluation'of the student's mastery of Latin,
testing 'is manifestly crucial’ For this’reason substantial thought,
care, ang 'energy “must ~go Into;. the construction a&nd physical
.preparation of tests. . @ reguldr class has read the first
Catilinarian and is "to bé¥tested on .it, .it - is easy to type off Quo

iusggeutggdemhabutere,-Catilina?,vete. Many students will remember it
sowetl® enpugh .from- class™ that even a "typo" will not slow them.
.. Similacly, if you are .going "td'give a.sight passage from Aeneid VIIT
‘ ngxt‘qudayglénd will be in t & Toom as- students take it, though your
-~ nete on penatibus et magnis d¥s is obscure or confusing, somebody will
_ put:up a, and, amd -ask, and  you can correct the Impression for
;’*_everybody[“eut when preparing a test to:be used in an individualized
paggfam (one that will be servjceable.for more than one student and
‘over more than g, singlé academic term), the paramount obligation is to
select, edgt, and reproduce with meticulous care. This care takes
time‘..“ : K ) .«':. . :', * * -t )

LY5 | %;1\ o ’ ] L. . “, . X ‘ . X v ,‘.: .
3. f?ﬁﬁVuspally selec¢t ~several possible passages from an author at a

<o

', sitting.’ Test' passddges-seem easier to find when one is in-the mood to
‘search _ for, ﬁpgm,‘.althougd occasjonally; in reading one comes upon
., something id&al, AIso, I tend to’edit two or three together--again it
--.'is' easier. .to ;eontinue a process “than to restart it ex nihilo.
5 Editing, by the way, ‘involves .assigning. an identifying number to a
' passaget -, the¥ student, .while 'told .the author, is never . told" the“
. pr8cisg locatior. e selectiorf is then prefaced with an introduction
Y to provide the'%ssential_background; notes point out unusual forms,
.~ constructions, word o?der, etc.; macrons may or may not be added in
“the <typing (half tne.p"ssages.from»VergiI’and Seneca have them; two
tn@;ﬁs €rom Ovid; mospfrom™Lucretius§ all from Cicero and the authors
found in Buehner) . cer a careful proofing and rereading, the test

3
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is now ready for photocopying and use.

As in any methodology that uses any test more than once, security
is inevitably a problem. Many students expend mére energy trying to
avold the work of mastering a course's content than they would have
expended on the- actual mastery itself. "Security" implies not only
the relatively simple matters of proctoring tests and keeping them in
locked cabinets and locked offices when not in use, but also includes
dealing with their compromise by students who have either photographic

//””jpr/ét least ‘tenacious) memories, or who hold onto a phrase or two and
know how to use an index verborum, or to leaf through the Aeneid until
they find. the proper names that appeared in the passage Just taken.
Such students then can share their knowledge with fiancé(e)s or
roommates, or add the information to the house files. (The chairman
of the "Latin department at a distinguished Jesuit high school 1in
Chicago told me, early in his tenure at the school, that he was
already . seeing more and more, of his own rather personal and unusual
interpretations of Cicero coming thmough in his students' .class
recitations and tests. He felt, with good reason, that his personal
‘interpretations were now being built into the "received version" among
his students--a version transmitted by older brother to younger, and
friend to friend.)

Clearly, no limited set of tests can be adequate over any extended
period of time (or even safely be used for all students taking tests
during a single academic term). A bank of tests, therefore, is a
-necessity. . The larger the bank, the better. Three versions of each
test are a desirable minimum; five are preferable, with constant
replacement once the bank has been filled. This dictates about
twenty-five tests for a Cicero, Ovid, or Vergil. Random selection
from the tests appropriate to any given level of proficiency also has"
merit (but complicates comparative grading). It at least guarantees,
however, that a remembered test taken by Jack in the morning will not
give Jill all the answers in the aﬁéZ}noon. ‘

The actual testing is done either in my own office ‘or in an
adjacent "testing room.” Although grammar tests at the elementary
level are preferably graded while the student looks on, the
intermediate translation tests are not assigned a finalygrade at that
time (usually the student is in a hurry, or a line bégins to form).
But I do try to give'a quick preliminary reading to the intermediate
tests and point out any serious errors that might hamper further
progress. When the grading is done, tHe student and I go over the
paper in detail, discussing the phenomena or aspects that interest
either of us. These, again, are often thoroughly enjoyable and
informative . sessions as students draw on parallels from other
languages and literatures or bring up parallels from modern situations.

The record keeping, curiously, also needs some elaboration: while
a lockstep class can be rostered on a graph sheet (the familiar grare
book) with each column indicating a day's assignment, self-paced,
individualized courses may have few vertical lines for cut-off dates
except at the end of the term. 1 have, therefore, evolved a Record
Sheet (see Figfii)l);'WhiCh‘is retained in a loose-leaf binder and

"l
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FIGURE 1

LATIN A99 Progress Sheet’Record '~ NAME Phone_ _ _

Other languages: French German Greek Hebrew Italian Russian Spanish _ _ . _ __
* Objective in study of Latin: other
"Wheelock'' Units: ‘
1 | * 1011 i
2 1172
3 12/3 .
4 1374
5 145 i
6 . Translation [
7 .. 7 o
8 i E I
9 . ' = IV
,“‘Quarter 3: Author(g):
Siéh;s: I 1 m v v -
Vi Vi X X : .
Quarter 4: Author(s):
Sights: 1 II | III v A A ;
vi v X X '
Qua:ter 5: Author(s):
Sights: I S I v v VI
VII VI X X
Quarter 6: Author(s):
Sights: I n ‘m v v vi
vII vm X ' X /
Language Requirement: (Date)_ _
7 Sent to Regis;tra.r? Yes _ _ No_ _ _ ‘ '
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used for as many quarters as the student is enrolled. The spaces are
admittedly small, but they allow recording the identifying number of
each test taken and the grade achieved. In addition to the Record
Sheet, a gradeless scorecard is useful. This scorecard is simply an
alphabetical checklist of students enrolled each quarter in the
program. It makes it easy to see who is building a record by taking
successive tests. For example, entries at mid-quarter mighte look like

this:
Student Name Progress
' Anacharsls 6, % 9, 12, 3Cip 1
1

Bias

Chilon (5) Ov=-2, 3

Cleobulus , 3Ci-p 2, 3

Diogenes y : '

Periander (6) ve-8, 21

Pittacus (6) Ov=3, 7, 13 A
Solon 1, 2, 3, 4, 5, 6, 7

Thales 10, 11, 12, 13

2eno . Sen-2

The scorecard suggests that student Bias, it a freshman, be called in
for a conferenge; Diogenes, however, it an upperclassman who had been
in the program before, might well be ‘allowed to take the cOnsequences
~of his imaction. (As ‘for the others, Anacharsis has completed four
review units from wheelock and is now reading Cicero; Chilon is a
fifth-quarter student reading Ovid; Cleobulus, reading Cicero, may be
either a third- or a fourth-quarter student; Periander and Pittacus
are sixth-quarter students, one reading Vergil and the other Ovid for
the language requirement; Solon is making rapid progress through the
first quarter of wheelock; Thales, in second quarter, has one grammar
unit left, then will read - e.g., Cicero; @eno is flndlng Seneca's

Stoic epistles rather slow going.)

These two records, the one to reveal who,is working, the other to
recoro grades as well as what has been covered, are really all that
need be kept. (Scored tests, by the way, are all retainea in an
envelope under lock and key for as long as ™the studént is active or
potentially so in A99.) g '

One further comment about the progress of students ang the
survival of the teacher: Parkinson's Law, of course, applies to
schedules and terminal dates.. when tests were \Qllowed through the
last day of final examination week, Saturday of that week was hectic.
when the Ides of March fell on a Thursday, hence that Thursday seemed
an appropriate temminal date, the Ides were hectic (but the rest of
the week serene). When my son got married on the Saturday of finals
week, the preceding Tuesday that was designated as the cutoff ocay was
hectic (but the rest of the week was available tor preparations ang
the ceremony). In most cases we find that 90-95% of the students

finish.

This now brings us to the "time to reflect." My plans for the
intermediate level include improving and refining: to fill out the

- ‘ !
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bank of tests and begin to upgrade it; to complete more of those
unfinished, rough-draft introductory handouts for students .beginning
authors like vergil and, Ovid; to prepare some mediaeval Latin
materials for the English and history majors who often ask for them.
I'd like to do an Erasmus unit. One or two other projects might
develop, especially if some textbook cea@ses to be available (1 am,
however, reasonably happy with what has been assembled: it does work).

The solitary teacher of individualized language courses must
individualize according to his or her own talents, interests, and
preoccupations as well as those of the students. The essential matter”
is not to try to do everything for everybody that. would be done in a
classroom. Most students don't need it: mpst can teach themselves,
if we show them how to do it. If they do most of the work in their
individual directions, you and I, indeed, like the 140-pound catcher,
can ride safely in atop the 220-pound base runner.
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INDIVIDUALIZED SPANISH INSTRUCTION, SYLVANIA NORTHVIEW HIGH SCHOOL

Donna E. Sutton
Sylvania Northview High School
Sylvania, Onhgp

)

\

AT THE -CONFERENCE ON INDIVIDUALIZING Foreign Language Instruc¢tion held
at Stanford University, May 6-8, 1971, I reported on the findings of
my doctoral dissertation entitled, "A Feasibility Study of
Individualized Foreign Language Programs in %he High Schools of the
United States."l At that time thirty-three individualized foreign
language programs were identified. Today it would be difficult to
identify all of the programg” in existence, since this approach to
teaching-learning has increased so extensively at all levels and in
all disciplines. At that time all of the people questioned who were
involved in individualized instruction were extremely enthusiastic.
It did indeed appear to be an approach to learning that benefited
. Students, that aided them in becoming better learners. After eight
years of observing good students become better students and average
students become veTy good’ students, and even poor students being
Successful learners, it is difficult for me not - to accept,
individualized instruction as an excellent means of transmitting’
information and facilitating learning. Other means of wpresentation
almost seem unfair to the students Dy comparison. Not all students
progress at the same rate, nor does the individudl student progress at
the, same rate all of the time. Learning under conditions of
Andividualized instruction accommodates the learners' attitudes,
approaches to learning, aptitudes, abilities, ambitions, as well as
their lack of any of the above. .

Increasingly it seems individualized instruction might better be
called continuous progress, as it seems to describe more accurately
what really takes place with the student. Students rarely work as
individuals, but are frequently consulting with other students,
studying together, grouping and re-grouping as their needs arise. The
"individualization" rests in the fagt that the student makes his own
. progress at his own rate and ability, and, as he proceeds through the

program, following his owh%ests. It is a continuous progress

program in that the  studelt™ makes’ continqou% progress towards
improving his own language and study skills. ‘It is this continuous
mastery, and thus true progress, that makes individualized instruction
successful. . To me, after more than ten years of researching and
studying . ‘programs and = conducting . Thdividualized classes,
"Individualized instruction would smell as sweet Dy any other name."

« Most students like learning in an individualized program. They
like the informality of the class, arranging their homework schedule,
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taking tests when they teel competent, working with their friends, and
most of all their own success. Most students seem to want an A or 8
and will strive extra hard to achieve their goal. If a stugent is
having difficulty, the teacher has more time for individual helpy or
can take advantage of the informal atmosphere and assign/ andther
student to help him. (This reinforces the student-tutor's le rning as
well.) High levels of achievment can be expected from the students in
.an individualized program, and the teacher no longer needs|\ to feel
““guilty abowt the individual differences that are so difficultf to deal
with in the traditional classroom setting. Since all students must
pass each evaluation with a score of 8% or better and since each step
is carefully designed to- further the students' progress, regardless of
the number of steps taken, all ot the building ocks for future
learning are fimly in place and each student makes PIOGress.
Admittedly some make more progress than others; however, no student is
left behind because he failed the test and the class went on to the
"next concept based on what was supposédly previously learned. (There
is little possibility of that student ever passing the course:
failure otten is followed by more failure and eventually the student
drops the cpurse.) Some students who have experienced a degree of
failure, perhaps having passed with a C, but continued with the
course, may be slow when they first begin an individualized program,
but atter a few months of learning each concept betfore coptinuing they

. begin to make steady progress towards acceptable standarég. Students
are pleased to find that they can achieve. Often these Students will
choose to stay in foreign language for several years and eventually:
achieve a reasonable degree of cdﬁ%etence. It is curious to note that

hd few students fall into the "C" range when instructed under conditions
of indiviadualized instruction. The classic bell curve vanishes

completely.

. - R
\\q History of theaae

In 1972 1‘ae8an geaching at Sylvania-South, now Sylvania Northview
High School. . At that time there were two Junior high schools, where
it was possible to begin language study by taking 1/2 credit in the
seventh grade and 1/2 credit'in the 8th grade. .There was also a gth
grade school oftering Spanish I and Spanish Il. Thus, students
enrolling at Sylvania-South in the upper levels of foreign language
study came from a variety of teachers, backgrounds ana experiences,
At Sylvania there also are numerous transfer studemts from outside the

" state, as well as from other local schools, and there are students who
have lived in Spanish-speaking countgies.. Adding these differences of
student characteristics to the usual student gifferences one expects
to fing in any classroom (e.g., ability, aptitude, learning styles,
goals, ang interests), the problem of providing a continuous,
beneficial, and meaningful ‘education to the indivioudl is heightened.
Individualizing Spanish .instruction seemed ~a possible means of
providing continuity with the student's past experiences and of
achieving .goals mutually acceptable to the teacher and the student.

‘ﬁ
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‘T-The program began operations duying the spring of 1972. The
following year enrollment at Level {III doubled. Levels IV and V
followed the next year. In 1976 a new high school was constructed and
the 9th grade school eliminated.’ The new high school became known as
uthview and the older high school, Northview. Since the division,
nish at Northview has continued to have gradual growth. This
ingrease in enrollment indicates student satisfaction and is

Dy a questionnaire administered yearly asking for student

reactions to the course. .

- .

“ Program deScription

Students at Levels I and II are taught primarily in a regular
classroom setting. There are two reasons for this: first of all,
many. begin language study in the junior high schools; second, the vast
majority of rstudents bring little previous knowledge or experience to
the foreigA;\;:quage classroom. Students need to develop good
pronunciation ts, to be exposed to varied study techniques, and to
be given help in contrastive analysis of grammatical features. ODuring
the beginning levels students are also prepared for assuming more and
more responsibility for their own education. They are given an-
assignment sheet for each chapter that also lists the subject matter
to be covered the next day in class. Students are expected to preview
the next day's lesson as well as to prepare written homework.
Students are further encouraged to develop leadership and independence
by participation in small groups. Students who score less than 80% on
any evaluation are permitted and expected to re-take anotker form of
the evaluation. Tutors from the advanced classes are available every
period to assist lower level students during their study time. with
almost immediate remedial measures’ taken, lower level students achieve

- a high degree of mastery.

Level III students proceed at their own rate through materials and
evaluations developed following a standard text. Each chapter has
four written evaluations (a vocatmulary quiz, two grammar quizzes, and
a composition) and three oral :SQ#uations (questions concerning the
reading selection, manipulation of the oral structure drills, and
questions and adaptation of the conversation). Students may take the
seven evaluations in any order they choose; however, a chapter must be
completed before they can receive credit for work done in the next
chapter. This limitation prevents students from skipping any of the
evaluations they may dislike or find difficult. o

Although the evaluation .techniques closely resemble thOSiédged in
a traditional classroom, the student must pass all evaluatio with a
score of 80% or higher, or re-test using a different form of ‘the
test. Tests are always handed back the following day, the student's
errors are reviewed, and remedial measures are suggested, if needed.
In preparation for these tests students may use teacher-prepared study
sheets and pre-tests (including answer sheets), their book, their
friends, the teacher, advanced students, the tapes which accom -sny the

‘text, or their own previous knowledge.

v
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Luring the oral tests the student not ounly must demonstrate %he
ability to answer + the questions tollowing the rea s and
conversations, obut also must use the new vocabulary and gramgar in
unstructured cggversation. He must pe able to manipulate 2 oral
structure dri uickly and accurately. Since oral testing lg done
in small groups of no more than seven students, each studgnt is:
required to be better prepared than it he were in. a self‘—co%ined
classroom. The oral tests further serve the purpose.qf develop all
language skills simultaneously: the vocabuwlary and dgrammar are
evaluated in bo\; written tests and oral tests. -

Although the\ one written evaluation is called a composition, it
may or may not be a traditional composition. Starting with students
suwygesting alternatives, "composition" has grown to mean using«Spanish
in a.way that is creative and meaningful to the student. The
composition may still be a theme based on the text, or the students'
lives; but® it may also be a translated’ popular song, a poem, an
advertisement, a story, or a translated newspaper article; it may be a
drawing or a picture cut from a magazine and labeled. Frequently
students write original poems, stoties, ana essays (one even wrote:a
forty-six page novelette!) Students may work with a partner and do an
imaginative bulletin board, memorize a skit ana videotape it,i or
present it to a.lower level class. The composifion is meant to be a
fun assignment that utilizes the newly acquired skills in a personal
application; it is limited only by the students' 1maglnat10ns.

For each quarter students are told the number of evaluations,
required fqr an A, B, C, etc. Most students want an A and are able to
achieve 1t. At flrst the requirement was based on the amount of work
accomplished in reqgular class. The requirement has been increased
twice ani possiBy could pe further increased. Some students hd@se
to do wre work tham required. Students who accomplish more
evaluations’ than regquired have a letter sent to their parents
commending the 'stbdents. Some students work through the materials
very ftast ano complete Spanish III some time betore the end of tHe
year. These students can continue into Spanish IV work; their efforts
are rewarded with the extra knowledge they have acquired anad their
scores on college placemént tests.

. Level IV students are individualized ~by interest as well as
ability. udents have an elaborate array of materials from which to
choose. All major textbooks are available, ang in addition students
may choose to read Spanish-language comic books, magazines from
Spanish-speaking countries, books on sociology, geography, history,
biographies, -and literary texts often used by universities, classics
of Spanish literature- trom Spanish publishers (these are without
student aids), or ‘travel materials. Career opportunities are
discussea on a regular basis: materials and guides that explain the
language levels required, expected salary, and duties are available.
Specializev books on Spanish for policemen, social agencies,
hospitals, and business are also available. Reference materials such |
as dictionaries (english-Spanish, =~ Spanish-Spanish, thesatri, _
synonym-antonym, rhyming, and pictorial), verub glossarigs, ana

b
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correspondence manuals are in the room’ for the students' use. The
theory is that as long as students read they will be. using the
language’ in a pnatural situation--learniflg vocabulary, ‘observing.-

. structure, and enjoying every minute of their. study time. As new
vocabulary is met, it is learned eaeily \arfid quickly because the
student is probably saying to himself, "I always wondered how to say
that in Spanish." -

Each week students must prepare a“writtem .assignment. In it they
must report on their reading, and also include original .
compositions or other creative projects. " a student is working on
an assignment that takes more than a week to complete, he simply needs
» to write a brief report on his activity and progress, and may postpone
+ evaluations. For example, a student reading a.novel may choose to
~write about a section individually, or read the entire novel before
- rTeporting.” A list of each student's written errors is kept, and
discussed with the stugent individually, with suggestions &n how to .
"correct making that type of error. It isynot long before students are R
asking for a grammar review. We have two series,. complete wi L
appropriate tests. Students may take all of the units or may cH ose ' .
40,8tudy only a particular concept that is causing them problems. . ™
During the ldst half of the year, all students take a series of
grammar and verb tests, which they may or may not need to study -
for--depending on the indivigual's retention. :

In order to provide practice in listening comprehension, we have a
well-developed tape collection. In addition to the tapes that
accompany the texts, there are tapes of classical, folk, and. popular
music. We have recordings of poetry, short stories, plays, and
short -wave broadcasts. )

Each student” is scheduled for a conversation group at least once a
week for tormal evaluation, but students are also expected to use
Spanish in the classroom. The composition of the conversation groups

. 1s varied in order that students will know one another well and will
mix across ability levels. = Students take turns bei group leaders
- and suggesting topics: for conversation. j?g :

On Mondays some type¢ of media is presented. We have just
completed, for example, an in-depth series on Mexico, and now are
studying the political situaggon in the Caribbean. Arrangements have
been made for agsocial studdfiteacher and a Cuban refugee to talk to
the students .as soon as ' th®#ludents' oackground is adequate. Ou

- next unit will be on Spanish”#s :and will culminate with a trip to the
Toledo Art .Museum, which contaiMs a number of examples.of’ Spanish art.

'

o

3

Other activities . » - »

buring the spring the fourth- and tifth-year stwdents prepare and
publish a booklet containigg the best original or translated works of
the year from all levels. Students select their own editor ang staff

- to bear the prime responsibility, but.all students contribute ‘to the

N
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finished booklet. There is  an art competition for the cover and
illustrations. The 'student staff selects the materials to be

included; it is tnen typed and sent to the printer's.

Also in the spring we have a Spanish Fiesta, which includes all
students of Spanish in the school system. Mexican food is available
in our community, but Spanish food -is not. The fiesta is catered, but
the students choose the menu, decorate the cafeteria, and arrange and
present the program. ) It is open to the first 300 persons who purchase
tickets, with Spani students and- their families being given the
first opportunity. Ffor several years we have had a rock band. They
play both currently popular Spanish songs and some of their own
favorites they have translated into’ Spanlsh

Throughout the year students at all levels are exposed as much as
possible to -the people and their culture. This varies from year to
<year depending on availability. People who are visiting the community
as well as forejgn exchange students are brought into the classroom
for formal or 1nformal presentations., ' We also invite people who use
the language in their business or profession. Currently we have a
student wogking at a hospital as an interpreter in the admitting and
emergency room who has described her work to the lower level classes.
Students participate in oratorical contests and language days, at the
universities.  'Students may. prepare and serve a continental breakfast,
or prepare and sell tacos in the cafeteria. Any activity that makes
the language "real" and interesting to the students 1is considered:

" virtually every day there is something relevant on the news or in the

newspaper that 0@2 be used in the classroom.

g

Program evaluation

At the beginning of the year a questionnaire is administered to
the Spanish classes eliciting students' reasons for studying Spanish.
All express a desire to utilize Spanish in some practical way--travel,
getting to know people who speak Spanish, corresponding with people
who live in Spanish-speaking countries, reading current periodicals,
etc. A few may indicate the hope to use the languade in conjunction
with a career, and even fewer want to study great works of
literature. .After,gdministering such a:.questionnaire, a teacher has -
the responsibility to teach in such a. way that the students are
gealizing their goals. Teachers later. can lgad students gently and
gradually towards art and literary appre01at10n as the students mature

emotionally and academlcally

K?ter the f;rst quarter*the students talk as & group about their
experlences wlth -a . cont ifhigys progress program. ‘It is evident that
'f-al about themselves as learners. They

know *which materials ’a L
‘easiest. They know wh;ch evaluatlons are best fo:i&hem to take first,
the oral or the: wr1tten§& Students usually understand how to schedule
their time in “order n&® to oe! pushed: at : the last minute. _ The
question, "Why were you d*le to'achleve a. Detter grade in this class
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__then'in your othér subjects?" followed by "How can you apply some of

these learning concepts to your other classes?" usually brings eut
some astute observations and evidence of student insight into their
own study habits. Students show that they have learned how to learn;
be 1t Spanish or anything else they might like to know.

Mld-ﬁerm and final examinations are also glven ‘Students are so
accustomed to achieving either an A or B on_each evaluation that there
are very few C's. Studentssalso noteﬂthat they do not have to study
so hard for .their exams in this coursé as in other classes. This is,
of. course, - due to treir thorough understandlng of -each lesson during
the semester

The MLA language exam is administered on an irregular basis. (It
must be done during class time and takes*four days--plus the scoring
time.) Two years ago all of the students took the test,and placed
above average in reading or writing, and some were off ‘the scale
according to  the national nerms. Mast individualizea students are
successful on’'the exam if they try it. Since the program is open to
all students, and not all the students are academlcally talented, this
is indicative that the design of the program is basically sound and
conducive to a high level of learnlng

At . the end of the year students are glven ? 'questionnaire to
evaluate their experiences in. the progrdm. = Their . sufgestions for
improvement have been taken into consrderatlon ‘and hgve helped to

questlonnalres reflect a high degree of satisfaction
14 . .
The continued growth of enrollment is .further indicative of this
personal. satisfaction. More and more students are choosing to
continue at least through, Level III and-’ many are completlng four and
five: years. Some of these stu®nts are .placing in the colleges as
though they had had seven to nine years of .school language study.
(One student placed so high that a university recommended that only
one more Spanish course would be necessary to make the student

- eligible to temch Spanish.) o .

Student advantages

The program “offers a great deal of flElelllty within the
framework of an ordinary class period. Time - is wused very
economically. Students. are free to spend time only on concepts they
do not know and can move on towards further study as soon as they have
mastered the concept. If more time is needed for a particular
concept, it is available. The program can compensate for unevenness
of preparation. It has a place for students who need more basic work,
as well as for students who have had outside class- learnlng
experiences in Spanish such as living in a Spanish- speaking country,
having native parents, or a Spanish-speaking friend. Stugents are
free to learn according to their own rates, abilities, and. 1nterests.
and may continue to learn as much as they desrre

. ~
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Students can schedule the class when it is most convenient. It
makes little differenpe if all of the students in the room are at the
same level. It is: p$eferable, of coyrse, for several students of the
same level to be, in class together, since most students prefer to work

with their frlends, but it is not necessary.

Students can choose when to take an evaluation and which
evaluation to take first. If a student has several tests in other
subjects on a particular day he does not need to take any in Spanish.
If a student is ill or on a vacation he will not miss a particular

-concept completely, but rather may continue to work where he left off
when he returns. Surprisingly, the day after a vacation is one.-of the
busiest: other teachers frequently do not make assignments, and
students may decide to do as mucly Sp§n1sh as possible during vacation
in order to be able to“devote gt f % tq their other courses or visit
with their friends when classe®¥f€sume. It is not unusual . for a
student to return from vaca"ion ready for .three to five evaluations in

one day. (Imagine how popular a teacher would be who announced thxee

to five tests for the day after vacation!)

There ~ are opportunities for personalizing the ‘'language at all
levels, and this gradually increases as students become more
accustomed to making their own choices and become sufficiently mature
to assume more responsibility for their own education. Students who
select their own materials and topics are at least partially
self-motivated. Thus, students continually see the relevance and know

the practlcal use of the language

By requiring near mastery, the program helps, students build a firm
foundation for further . language study. The = individual student's
progress is constantly 'monitored. The personal contact with the
.~ teacher-and the high level of student achievement help the student
develop positive attitudes toward language study as well as improve
~his own self image and self esteem. Feelings of success encourage
students to stay in the progedm longer and their enthusiam towards the
course attracts other students to the. program. ;

Studehts in an individualized program have an ever-increasing
number- of choices concerning what materials to study and which means
of learning are best for them. Students learn how. to learn, using
resources such as the text, tne tapes, study sheets, and people (the
teacher, advanced students, and one another). Students learn which
mode of instruction is most suitable for them: some students learn
best in a group, some in tutorial settings, and some need to sit down
in a quiet “gorner to figure thoughts 6ut ~fes~themselves. Others find
they learn best by listening to the tapes; some prefer to read or

write the material.

By learning the. material in small learning steps, most students
can be successful. = This is true even for gtudents who previously
appeared to have learning problems, since study time can be varied by
individual needs. All students learn the materials to 'nedr mastery,
by re-testing over concepts not thoroughly learned; therefore, each
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student builds a fimm foundation on which to -base hjs ‘c:o'_qg‘i_inmo A _
language study. There is little partial learning” /or - feilgre. S

Students who are not academically talented may not lqarn.as much. -
material as other students, but they have a better chance’ for sugcess .. . L
than they would in the regular classroom because each studént,‘,';ec_éives - kgv T
immediate and personal feedback on his mistakes and problems; plus = *
‘remedial suggestions on other sources or approaches to try. - S ) o 1

Frequently competition among “the students develops, not only. te,
see who can complete the mogl evaluations per quarter, but also to see . - . n
who can receive the most ™A+'s, Although a B counts for having w0
completed the evaluations, it is little consola*ﬁn when ‘one's besty © w Y |
friend makes an A. : | - . o T

Because all students are evaluated through reading, writing, and
orally, the basic skills of language are develkoped and coordinated
almost equally. It is\impossible for a stucent to "hide" in class.
Some students may cheat™n the written quiz (although a number of
precautions are taken), but they alsg will have an oral-test over the
same material. . _ . ' '

Student disadvantages

Most students fing individual. instTuction advantageous, put there
are a few students who are not able to cope with the increased freedom
~and responsibility it implies. A few-are inclined to waste time "ang

eventually will find they are too far behina to achieve a passing
*. grade (0.5% of cur students would be an average in this category in

the Sylvania Northiview pﬂg\zm);
: Some students want mord\ structure than an indivioualized program

- offers. However, high school” students are about to leave the
protection of the school and tneir homes and will be expected to make
intelligent and productive de;isions in the near future. It seems.

~

suitable to ask them to begin\to'make some of their decisions given
only minimal -protection and guigance by the teacher. ) ‘

After. the initial program is prepared and lesson planning is
completed, teacher time is spent entirely with students and their
evaluations. Students also do many tasks for themselves (e.g.,
getting their own study sheets, drilling with the tape or friends)
ordinarily done, by teachers. Student contact hours are increased,
making it possible for the teacher to know each student well and make
~lasting friendships. ‘ . '

Teacher advantages

{
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p Teac):er' disadvantages :
) DAY S “

47 %g [0 thefﬁrcgram is a lot of work, a lot of typing,
1Y and t@kes much caféfu cplanning. The program that on the surface may
lookwiess sﬁnuctured 1s actually more rigidly”constructed. Each step
» has been’ xarefu;ly copsidered. = There are papers to grade gaily.
" “lTe 4TS mist . cﬁénge levels, .concepts, and materials, and be réady to
'*{,ff, san ' different queéskions with each student’contact: Teachers need
‘i \th,kne# 11 p the-matérials, as well as all of the students and thelr
.}ﬁ‘ personéii}les éhdﬁabllltles exceptionally well. *-
By~ S
:ﬁ&;,, #§.51n0e students use -the file cabinet an@ form- small groups to work
ﬁ@gether, §here is almost constant movement and noise. This can be
-.° dlstractlng to 'both students and ‘the teacher if it is allowed to
... -become.more: than a mummur. A small bell or a flick ,of the light
dp switth'by either the students or the teacher can serve as a reminder
“to the studepts thgt the noise level is increasing. Learning to work
in a bustllng cladsroom can be Jjustified, however, since few adults
are able‘to find guiet while performimg the daily dec151ons and duties
in tre. work world. » ]

A mov1e, an outside speaker, or even a fire drill may be regarded
as an interruption. Students get used to planning their own time and
object by saying, "But I was planning on taking a test today. Can't I
Just go in the back and take it?" (This reaction is hard to'imagine
in a traditional classroom. ) :

.

. One final dlsadvantage is also an advantage: the teacher may earn
the reputation of being’ easy, simce the students are working "less"
and learning more. But the students are learning so painlessly and
gradually that they scarcely realize their progress. Satisfaction
comes when exams are dgraded, retention is noted, or the standardized
tests scored; it is also felt as the students enter the classroom with
a smile that seems to say, "We're glad it is time for Spanish."

o

L "
Notés

lponna Sutton, A Feasibility Study of Indivicualized Foreign
Language Pfograms in the High Schools of " the United States.
Unpublished Ph.D. Oissertation, The Ohio State University, 1971.
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AN APPROACH TO INDIVIDUALIZATIGN ‘
Cristina woodhouse : L~

Emory University
»

s
THE INDIVIDUALIZED SPANISH PROGRAM AT Emory started in the fall of
1976 with 24 students and one .professor. At the end of four years we
have now grown to 125 students, two professors and three teaching
assistants. We bhave individualized the first year of language
~plearning and are now making, plans for three different advanced
~ - tracks: business, medical and legal courses in Spanish. .

. The Emory program, however, is not' so much individualized study
(as exemplified by the program at OSU) as independent study, since we
do not meet regularly as a group and our loose guidelines cannot be
said to serve as covert attempts at motivating students to do the
work. The key to our success, in my opinion, .is a restricted
flexibility which &llows the students varied options without becoming
roverly cumbersome for the faculty and staff involved in the project.

The following are some considerations fundamental to ~setting up
and administering any individualized'or independent program:

Text

- /"I' .
The first question is undoubtedly that ‘of .choosing an appropriate
. textbook according to the very specific demands of the program. This
\§uggest§ the following criteria: _ : .

A. It must have grammar explanations in-English.

’B(' It must be prepared for individualized study, ;kaning it must
consist of: - L

1. workbook;

+2. laboratory exercises; _

3. 7 individualized manual with practice tests and answers
for-all the work; and :

4. at least two sets of final tests.

C. It must be divisible into credit units fitting whatever
system is used at one's particular institution. * : .

. For our individualized program we chose Turk, Espinosa and Solés -
- Foundation Course in Spanish (4th edition) because it met all of the -

4
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above prerequisites. Although s .Sbe means perfect, this text has
worked well. However, we haVE™WBW¥ZW develop a whole program of
exercises and hand out materials &xHaEs ~=”~nt the book in areas where
"it is weak or amBiguous. Furthemfore, this book does not appear to be
satisfactory for use in a classroom setting that is orally oriented,

due to the inadequacy of its dialogues. Thus there is a certain.lack
of conerence between the two tracks (classroom and ihdividualized),
for which we attempt to compensate in order to -maintain an overall
pattern of communication in the total Spanish language program.

Credits

In the individualized program we offer the first three quarters, of
language (fifteen credit hours), which can be completed in one quarter
or in as many as the student needs. (There is, however, a minimum
completion requirement of two credits any giy uarter. Completion
of any fewer credits results in a grade of F.) s the individualized
program is geared to °*mastery, we demand a grade of B or above for
passing. Thus, students have three possible grades: A, B, and F.

The completion of one credit hour usually entails doing all the
work for two lessons, plus one cultural reaaing, plus attendance at
one conversation session. Most students finish an average of three or
four credits, though some do only the minimum twg, while others do
five or more. For students completing more than 5 ¢redit hours in any
’,giVen quarter grades are reported in 5 hour sets, or in such a way as

to glve the student the benefit of the higher grade.

“We' have occasionally ﬁﬁd difficulty in getting students motivated
to do the work. We have ng contracts which would add to the already
substantial  bureaucratic work involved. Rather, we operate by
something akin to natural selection: only the fit survive. This
means that at times we give a substantial number of F's--occasionally
as high' as 10%--and let word-of-mouth do the rest. We are now
considering a new and perhaps more humane approach to the problem of
motivation: having names of procrastinators dropped from the roll at
midterm if by then they have not completed the required two credits or
. at the very least given evidence'of work in progress.

, <§ Another problem we have faced is- that by requiring attendance at
conversation sessions to match each credit earned\we sometimes end up
in an awkwara position For example: f§ | '

1. Students may do more conversations than tests, in whlch case
extra conversations do not count
J‘ ) 5 .
2. Students may do more tests than conversatfions, in which case
we withhold credit until they-have a’ chancé to attgﬁi_gpe required
session(s) during ‘the_ followirs ‘quarter. (We 'do not accept such

"layaways" during spring quarter, h‘ver.),
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Tests

Tests can be taken only after all preliminary work has been
completed, and the student must perform at the B level or above in
order for a test to count. The tests are administered ingividually in
the professor's office and consist of both oral and written
components. Qur testing program has shown us that while students
acquire the reading and writing skills well, developing the aural-oral

-skills is the true Achilles' heel of the individualized. program. we
have developed several ways to deal with this problem. First; there

are the laboratory and conversation sessions, during which intense ‘\
practice takes place. Second, all students, particularly those with
- No bagkground in the language, are strongly encouraged to spend one of
“g\ the tRhree quarters in .the regular classroom. This multi-frontal
approac seems to produce adequate familiarity with the spoken

language as well as to provide plenty of opportunity forypractice.

Schefuling

Basically we try to be available 4 tffies a week between 1Q:00 a.m.
and 2:00 p.m. on class gays, except that Wednesday is free (we use it
to schedule one of the conversation sessions). We-hold consultations®
during those hours by appointment on a time-slot basis: the person
who signs up first indicates the unit he/she is' working on;
thereafter, only people working on the same unit- can sign up at the
same time. Thus we avoid the end-of-quarter mobs when 25 people want
to sign up for appointments during a given hour. Students meet with
us either for tests or for specific qué%tions regarding any of the.
material. We used to have many more office hours, but we discovered
that student requests for help tend to go in inverse proportion to
instructor availability: for some reason, when the instructors are
available all day the students get a false sense of securityba§§:;elay
comithg in. Because of that, and due to limits in personnel, of fer
no evening or weekena meetings such as 0SU has.

Tre conversation sessions are held twice a week on Wednesday and
One, otner day. They are conducted by two student assistdnts, with
either of the instructors present. That way we can work in small
) growps roughly equivalent to 101-102-103, or any combination thereof
////Adeﬁéﬁﬁing on ‘the nature. of the group. We basically go over the
’ mat€rial -in “the text until everyone knows it and then have free
onversation around relevant topics, sometimes stimulated by the use -~

+of visual materials (pictures, scenes, etc.). In order to allow |
additional flexibility we also pemmit the conversation requirement to
be fulfilled by attending a regular class at the studeny's own level.
This serves yet another purpose: by . familiarizing .100R
(individualizea) students with the workings of a regular class we hope
to, encourage traffic betweed these two tracks. We also have an
extended drop-add period between Spanish language classes, and the

“individualized program. For example, in case a student fi himself
misplaced in a class, he can move to 10OR even after the regular
drop-add period is over. : {

c9—
/\ A ~ -
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Getting student evaluations of our program has been a problem. We

.- tend to get feedback only from the poorer students who wait until the

last minute to complete the work: those who firfish early very. seldom
fill out evaluations, since it doesn't occur W

during the early part of the quarter. —

Conclusions

Basically the program runs very well in spite of the inevitable
presence of procrastinabors We are gratified at the following signs,
for example: :

—~

A) Our enrollment keeps increasing and not at the expense of the
class§oom L

B) We function very effectively with a minimum' of bkeaucracy and a
- maximum of flexibility given our limited resources.

C) About half of our students do more than the minimum 2 hours per
quarter e - :

D) About half of our beginning students complete through 103 either
in 100R (individualized) or in the c’la/ssgoom track. -

E) The quality of learn!ﬁg seems to be very good, particularly for
people who finish the sequence and particularly in the areas of
reading and writing. The 100R students seem to exhibit an
intimacy of involvement with the language not seen 1in- the.
classroom in general.
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Alphabetical Listing of Conference Attendees

Howard B. Altman

Department of Modern Languages
University of Louisville
Louﬂgville, KY 40292

Marco A. Arenas
Central CT. State College
New Britain, CT 06050 n

Charles L. Babcock
Department of Classics

The Ohio State University |
Columbus, OH 43210 I

Reid E. Baker
Ohio Department of Education
65 South Frent St., Room 1005
Columbus, OH 43215

:
I
Robert L. Ballinger j
- 2448 Middlesex Road f
- Columbus, OH 43220

Bruce A. Beatie
2924 Edgehill Road
Cleveland Heights, OH 44118

Virginia Bell
1120 Berry Circle
Norman, OK 73069

Virginia Benmanen
22 Charlestown Road .
Charlestown, SC 29407

David P. Benseler
Department of German

The Ohio State University
Columbus, OH 43210

Leon C. Book

1417 Dunklin Street
Cape Girardeau, MO 62701
Margaret S. Breslin

Department of Fremch & Italian
Northwestern University
Evanston, IL 60201

g

AY

Debra Boyd-Buggs

Romance Lang. Dept.

The Ohio State University
Columbus, OH 43210

Vivien Bull ,

Department of Foreign Languages
California State College

San Bernadino, CA 92407 a2 .

Jane Byrd

Lang. & Lit. Div.

Northeast Missouri St. Univ.
Kirksville, MO~. 63501

Frederic J. Cadora

Dept. of Judaic & NE Lang.
., The Ohio State University -
Columbus, OH 43210

Josefine Castan

Saint Peter's College
Kennedy Boulevard
Jersey City, NJ 07306,
Eugene Ching

4266 Mumford Drive
Columbus, OH 43220

Samye Mott Clmerhanzel-Nestlerode
17414 Swansbury Drive ‘
Cypress, TX 77429

Pierre Cintas )

French Dept. Burrowes Bldg.
Pennsylvania State University
University Park, PA 16802

Karen Clabaugh o
4845 Quail Hollow Lane
Waldo, OH 43356

, N

* . Socorro Corbien

Sierra Paracaines

825, Mexico, . 10, D.F.

MEXICO \

I -
-
ol
i -



Kathryn A. Corl
2413 Deming Avenue
Columbus,. OH 43210

Kathleen S. Cox -

Dept. of Romance Languages
The Ohio State University
Columbus, OH 43210

Gerald R. Culley
Department of Lang. & ng
University of Delaware
Newark, DE 19711

Denise Davis
4446 Shields Place
Columbus, OH 43210

tlena M. DeCosta
912 Gasche St. #1

iigqster, OH 44691
am M. DeNicolo

1715 Wweldon Blvd.

Ann Arbor, MI 48103

S. K. Dickison b-
ASB-3C University of Florida
Gainesville, FL 32611

Bill Booley
Rt. 2, Box 12 ,
Hillsboro, MO 63050

David Dwyer

Dept. of Anthropology
-Baker Hall

Michigan State University
East Lansing, MI 48824
James Edwards

Brunswick Junior College
Altama at Fourth
BrunSWick GA 31523

Gerard L. Erv1n

The Ohio State Unlver51ty
232 Cunz Hall _
Columbus, OH 43210 ,
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Jocelyn Fuller
306 West Lane Avenue
Columbus, OH 43221

Adriane Foureman
Bloomsburg State College
Bloomsburg, PA 17815

Clifford J. Gallant’
Dept. of Romance Lang.
Bowling Green State Univ.
Bowling Green, OH 43403

Henry. Gardocki
16125 van Aken Blvd.
Shaker Hts., OH 44120

Michael Gibbons
6443 Lignum Street

-- Springfield, VA 22150

'James G. Glendening
- 084 Neil Averue - G

Columbus, OH 43210°

Daniel Grossberg

SUNY at Albany

Hy 140

Albany, NY 12203

Ronald L. Gougher

Foreign Language Dept.
West Chester,State College
West Chester, PA 19380

Peggy Haas
742 Chitty Avenue
Akron, OH 44303

Henfy S. Hackneyb
524 Burleigh Avenue
Norfolk, VA 23505 -

LawrerteyHall

Howard University

Room 361, Locke Hall
Washington, D.C. 20059

Phil Hamilton

Dept. of Foreign Lang.
Otterbein College
Westerville, OH 4308l

S

R
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Sangra N. Harper Catheri/ne w. Ingold - 3
1765 Lynnhaven Drive Dept. of Romance Lang.
Columbus, OH 43221 - N . Gallaudet College
Washington, D.C. 20002

Pierre Hart . - ) — '
Department of Classics ‘ _ Stanley Iverson
Louisiana State Univ. Department of Classics

' 217 Prescott Hall Concordia College
Baton Rouge, LA 70803 Moorhead, MN 56560
Ellen S. Haynes : . Gordon L. Jackson
1558 Taft Court . - 257 Cliffview Drive
Louisville, CO 80027, . Gahanna, OH 43230
James Hendrickson ‘ ’ Joseph A. James
Communication Department ‘ - Francis Marion College
Lansing Community College Florence,-SC - 29501
Lansing, MI 48501 , o - . S

' - ' Louise Jansen
Lynn Herkstro‘r Universitaet Muenchen ]
1907 Newberry Street o * Instityte fur Deutsch als
Saginaw, MI 48602 ) ' Frendsprache
‘ [ Ludwigstrasse 27 1

Theodore V. Higgs ‘ : D-8000 Munich 40
308 Beechwood Place .o WEST GERMANY Coa

Leonia, NJ 07605 . , i
&. Sophie Jeffries "
£, Deshler #1 <o
ys, OH 43206

Kyoko Hijirioa :
1105 Palgkaiko Street. ) -
Pearl City, HI 96782

. ~ ou F.4-Jdohn
Debbie Himsberger . . Dept of Fdyeign Languages
Department of German’ BloomsburgFState €ollege
The Ohio State University - : Bloomsbur y PA (17815
Columbus, OH 43210 ) L )
. . ~ George Kalbouss
Wolf Hollerbach: The Ohio State University
Dept. of Linguistics. & Forelgn Slavic Dept., 232 Cunz Hall -
Languages - Columbus, OH 43210 ‘
University of Alaska '
Fairbanks, AK 99701 o Dulce G. Kappler
, ' 319 E. Duncan Street
F. S. Hsueh Manchester, MI 48158
'Dept. of East Asian Languages
% The Ohio State University ' Dwight D. Khoury
Columbus, OH 43210 ’ ’ University Audio Center
' : Ohio Northern University
Alix Ingber, , ' ~ Aga, OH 45810
Box 65 '
Sweet Briar College ’ . Werner Klimke
Sweet Briar, VA 24595 Center College of Kentucky

Danville, KY 40422

. 2w




Robert C. Knapp
Classics Department
Dwirelle 1

U.C. Berkeley \\)
Berkeley, CA 94720

;Chgis Kraemer

101 Curl Drive #980
Columbusa OH 43210'
RobeTt A. Kreitetr -

t. of Modern Lang. & Lit.
University of the Pacific
Stockton, CA 95211

Jerzy R. Krzyzanowski

The Ohio State University

" Slavic Dept., 232 Cunz Hall
Columbus, OH 43210

Angela Labarca

Dept. of {Languages & Lit.
University of Delaware
325 Smith Hall

Newark, DE 19711

Douglas Lacey

The Ohio State University
Dept. of Classics

" Room-414 University Hall

Columbus, OH 43210

Andrea Laidlaw -

1907 Austin , »
- Apn Arbor, MI 48104 *

Dale L. Lange

- 130 B. Peik Hall

159 Pillsbuyry Drive S.E.
University of Minnesota
Minneapolis, MN 55455

Paul G. Larmeu

Room 6347, Sinclair Comm. College

3rd Street _
45402

T 444 W,
Dayton OH

Hannelore Lehr
Rose-Hulman Inst. of Technology
Terre Haute, IN"~ 47803 :
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Robert J.” Lenardon

" Department of Classics

The Ohio State Unikversity

Columbus, OH 43210
John Lihand

825 Cahaba Rd. |
Lexington, KY 40502 .

Susan J. Litton'

434 Wetmore Road
Columbus, OH 43214

Donna R. Long ;

The Ohio State University
Dept. of Romance Languages
428 Cunz Hall | - _
Colaumbus, OH 43210

Bisorg Lu

- Dept. of East Asian Lang.

The Ohio State University
Columbus, OH 43210 %

Richard McGinn .
Linguistics Department
Ohio University
Athens, OH 45701

Carol L. McKay

- .939 ‘Afton Road
'Columbqs, OH

43221 S

. E. M. Maddox

College
31297

Macon 9Ir.
Macon, GA

Ion Manta
3946 Bel Pre Rd. #3

Silver Spring, MD 20906
W. G. Marigold

Dept. of Languages
Union College '
Barbourville, KY 40906

Margaret M. Marshall

Dept. ¢f French & Italian
Lou151ana State University
Baton Rouge, LA .70803

@ . . . J



Maria S. de Martinez
Reforma 10-3
Mexico, 0.F. 4
MEXICO (.u

Mizrco Mitrovich
Sunrise Acres 172 »
New Concord, 0&, 437§2

. Robert Terry Moore
5702. 0ixon

Amarillo, TX 79109°

‘Suzanne S. Moore e

20 So. Hampton Drive+
Charleston, SC 29407

James Morita |
Dept. of East AsianJf
The @Ghio State Uniy@r
Columbus, OH

: George W. Mulford. ' -

Office.of Computer-Based Instr.

{versity of Delaware’
New —DE 19711 -

~

Roger: Neff I ¥

215 Patti Drive -
Westerv1lle, OH-

Elleen Nelson :
<2892 Noel Road #2093 _
Oallas, TX 75230\”‘

Henry Nelson
. 5518 Grand Central’ Avenue
V1enna, WV 26105\,~”%

: Sharon L. Nichols
815 Sw 5th Street
Rochester, MN 55901

Michael D. Qates .
Oept. of Modern Languages
Univ. of Northern Iowa
Cedar Falls IA 50613
L} ( .
‘William N. O'Neil *
., 883 Catnes Orive

'Chagrln Falls, OH} * 44022

43b8l ‘.

,. 'Guelpf

K g}“h&,ff
~ Ruth Pavlantos f_

AtiLillian Peﬁnlng n

" ‘Annette Palmer*

“Joan D. Ottolengni ,
‘570 Hartford Street » oo R
worthington, OH 43085 g o

Constance A. Oulanoff v e
372 E. Stafford Avenie. . = - i
Columbus, OH .43085 R e
Hongor Oulanoff S 3 R
-The Ohio State Unlversity SRR
SlaviciQept., 232 Cunz Hall L
Columbus, OH ‘4}210 e T

Franklin Learning Center
- Comm. Collége of Phi
Philadelphia, PA

Sherrill Pantletf
1782 Locust Street
‘Oenver, CO 80220

Dy M. Paramskév
‘Dept of Lang. & L1t
Un1vers;ty of - Guelph - .. T
“Ont. ‘.éganada le gy’?w

2
]
S

Adelalde He Parsons\
Rt. 6, Box 66, =~
Athens, OH#n 45701 ‘

- -Classits. SR
*Gettysburg’ College o L
Gettysbur"g :PA: 19325

- Departipent of’ GErman,,EUQZ*Héllj
1841 Millikin Road - =
Columbus, OH 43210

3

Ernest P1ck o

" Lake Erie College

Painesville, OH 44077

Martha Pereszlenyi-Rirter

.45 Sunnyside Lane .
Columbus, OH 43214 :

Plper :
Language & therature Div.
,Northeast Missouri State Univ.
Klrksv1lle, MO 6.501 o

\
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n o F. f\ ‘Samaniego v :
‘ ‘ 825 46th Street _ , -
250 East Univ.' Blvd. Sacramento,“;g; 95819 ‘

Hletown, OH asoazh

Jeff Samuels - .o

LT
7,'

dbetsy Portyke Ohio Wesleyan University
. Ohio Wesleyan University Box 195 Hayes Hall
Box 195, Hayes Hall . ~Delaware, GOH 43015 -

- Delavlare,&i 43015
' © John M. Schabacker -

F. Price C Orew University -
8 Languages Madison, NJ 07940 .
ity of Wisconsin - Stevens Point ' .
s Point, WI 54481 ' Rainer Sell ‘
: /0 ® - o 1012 Penniman : R
" Theresia E. Reimers ' Plymouth, MI 48170 ,
Modern Languages , r ' e
Hollins College : P ‘ Elaine-Simons ;;j?’.‘,{.-‘-*
Hollins College, VA 24020 Languages Dept. e
v ~College of Charleston
C. é Richardson L ° Charleston, SC 29401
113 Beechwood :
Athens, OH 45701 . . Yvonne Stebbins
: ‘Sinclair Comimunity College
- David Romnson ) . Oayton, OH 45402
~ The Ohio State Univer51ty - - ‘ o ’
Slavic Dept., 232 Cunz Hall .. Albert Steiner
N Colunbus OH 43210 . Butler University
: : v ‘ Indianapolis, IN. 46208 »
Marcy Rodgers , ’ e ‘ S
(‘ Ohio Wesleyan Unlversn:y . Grundy Steiner’ & ‘ -'-9;'};_ -
. -Box 195 Hayes Hall _ : ..Department of’ Classics ) e T
Oelaware, OH - 43210 Kresge 10, Northwestern Univ, -
., o S o Evangton, IL 60201
) " Deborah W. Roney . Lt . . T
/. ¥ 2610 Lorain Court S - Donna E. Sutton
Columbus, OH’ 43210 ' . 3851 Brookside Road; :
T .. Toledo, OH 4366 i ‘
" James Roney : ' 3 o
2610 Lorain Court - Heimy Taylor ¥
Columbus, OH 43210° 4 , The Ohip State Unlversn:y '
L ; K ‘German, 326 Cunz Hall .
e Anelya Rugaleva - " , « . Columbus, OH 43210
The Ohio State University’ ) Y , -
"Slavic Dept., 232 Cunz Hall. - - Kathryn A Tnomas E -
Columbuss, OH . 43210 LT Classics & Modege Languages s
: _ Lo . J . Creighton” Univ#n:y : :
erellie Rydell N , o * Omaha, ‘NE -~ 68178 "
‘Departmerit - of Fore®n Lang. = ~ o
.+ California e College = . = ' -  Irene.Thompson )
" San Bernar , CA. 92407 = . - _George Waghington “Uhiv,
' o ) .. washifgton, OC. 20052
- 4 ,‘ r /p . ; 4 ) , . . .
PR R s ' 0N S - »
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Lu‘sté de la Torre '
’ Oept’. of Modern Lang. & Lit.
" §tiPeter's Cojlege

-Jerﬁey City,’NJ 07306

Mq‘fjorle Field Trusler
By, 54, W. V. wesleyan College
deannon WV 26201

Lebn Twarog * -
~.The Onio State Unlversity
“ Slavic Dept., 232 Cunz Hall
’ r:Columbus, OH 43210

\-. Ellzabeth wagner
"¢ 3020 Daytona Ave. :
" Cinmcinnati, OH " 45211 . kwq, .
P : w .
~ Galal walker , _— ‘
- East Asian Lang. & Lit. V.
The Onio State University . . .. )
Columbus“_GIH 43210 ‘ 4 :
E® Garrison Walters ’ * : '
College of Humanitjes 3 -
;The Ohip- State University o .
Columbus, OH 43210 ) ' .

Jill\ K. welch
236 King #4- ’
Columbus, OH 43210

MU
AN
e
3

\ Carolyn Beach White N :
1100 East Cooke Road ‘ .
Columbus,gPH 43224 J,%? i

Annie wiart

Dept. of French Studies :
Brown Ur‘.vers.lty - - .
Prov1dence, RI 02912 . s - ‘ "

Herbert M. Wwillging | . - ’
College of St. Thomas R - :
St. Paul, MN S55101 ' » U ot ey . .

‘1st1na T. Woodhouse ™
Dept. of Moderglang. & Classrcs

% | DA .‘l' s » » ». R .
Atlanta, GA 30322 - L o -

Emory University

'




